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Introduction: English teaching and 
curriculum history 
Bill Green and Catherine Beavis 
• The current scene 
There is a striking dearth of historical perspective and imagination apparent in cur-
riculum work in and on the teaching of English, and in research and teacher educa-
tion in language and literacy education. This is especially the case in Australia. It is 
evident in research and pedagogy alike, and refers equally to work at both the pri-
mary and secondary levels of schooling and teacher education. As a result, debates 
such as the recent struggle between 'process' and 'genre' emphases in writing peda-
gogy and literacy education, or that addressing the question of'grammar', tend to 
proceed, largely and significantly, on the basis of myth, caricature, and limited forms 
of binary or oppositional thinking. Similarly, notions such as 'response' or 'collabo-
rative learning', or 'group work', are often taken up relatively uncritically or else 
critiqued in a profoundly ahistorical manner, as if their most recent manifestation 
on the scene of teaching and schooling has either no precedent or is somehow a 
'natural' register of 'progress' and 'truth'. Concepts and historical-philosophical 
movements such as 'Progressivism' and 'Romanticism' are all too often deployed 
with neither theoretical rigour nor historical grounding and reference. The result is 
to compromise and constrain the nature and effectiveness of English teaching at all 
levels of schooling, as well as the development of informed action-understandings 
of the field and the profession. Now, more than ever, given its current state of crisis, 
controversy and change, English teaching needs to be firmly placed in historical and 
social context, with due recognition of its complex and contradictory character and 
of the significant (dis)continuities in its historical record.This will enable practition-
ers, students, scholars and teacher educators alike to grasp and exploit the larger 
picture of English curriculum history-past, present and future-as a resource for 
curriculum praxis. 
• Debating 'English' 
While this monograph deliberately takes the category 'English' as its organising 
reference point, it does so not at all uncritically or naively. Working explicitly with 
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such a category is consistent with contemporary curriculum and policy develop-
ments in Australia generally-as well as in the UK and North America-as evi-
denced in the recent National Statement on English in Australian Schools. Campagna 
(1994) notes, for instance, that it quickly became apparent to the working party 
charged with producing the Statement and Profile, and associated materials, that 
there was 'no agreed, across the nation definition of English', and considerable con-
fusion and conflict with regard to the relationship between 'English' and 'literacy'. 
Further, there were clearly 'quite different conceptions of English ... between pri-
mary and secondary curriculum personnel and teachers' (Campagna 1994, p. 1). It 
is therefore important to bear in mind that the official policy position in Australia in 
this regard now firmly emphasises a common K-12 view of 'English' as a distinctive 
and specific area of schooling and learning. 
While it may still be the case that 'on the ground', as it were, 'English' is not 
the preferred term at the primary level-being more commonly known as 'lan-
guage arts' or 'language and literacy'-it has been so historically. Teacher manuals 
and syllabus documents indicate this very clearly; at least up until the 1970s, 'Eng-
lish' was the term in general usage for primary schooling as much as for secondary 
schooling, and this is very clear in teacher education contexts.1 Murray's (1988) 
brief survey of primary teaching since the 1940s specifically traces a movement, in 
his terms, from 'English as a subject' through successive phases of 'English as skills', 
'English and the creative individual' and 'the 'New English' to the 'Language Arts'. 
Moreover, in his account this is clearly a 'progressive' movement, with the latter 
formulation in the 1980s being understood as referring to an emergent-albeit 
complex-' new orthodoxy' in primary language and literacy education. 'English', 
as such, had by this time clearly fallen out of favour-something that coincides with 
profound forms of crisis and change in the discourse of English teaching itself. 
However, the term 'English' is certainly more immediately recognisable in 
secondary contexts, although that too needs to be properly historicised. Does it 
refer to literary education, broadly conceived along the lines of analyses such as that 
of Hunter (1988a) and others? If so, a distinction needs to be made between the 
emergence and consolidation of English as a school-subject-something limited to 
little more than a century across the international English teaching community-
and the peculiar nexus of popular schooling and literary education that runs at least 
across the (somewhat larger) history of institutionalised education. Moreover, nine-
teenth-century references to 'the English subjects' embraced Literature, History and 
Geography, a much broader canvas than seems even intelligible now, at least at the 
school level. Historical perspective seems entirely necessary, then. 
Accordingly, we should welcome initiatives along these lines in the recent 
Christie Report (Christie et al. 1991). Recommendation 38 is as follows: 
That all teacher training programs in secondary English include (i) work on the history 
and current construction of the discipline 'English', including some examination of 
changing government policies and priorities in English teaching, as these are expressed 
in State curriculum documents in particular; and (ii) an analysis of the different models 
of teaching of English found in both the history and the contemporary curricul~m 
documents. 
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What is immediately noticeable here, however, is a bias towards the second-
ary context, both institutionally and theoretically. The unfortunate implication is 
that primary English teaching has effectively no history to speak of, or perhaps 
nothing worth worrying about-a rather telling omission. The recommendation 
therefore needs to be extended to cover the full range of English teaching, in both 
primary and secondary contexts, and to include professional development and post-
graduate, as well as undergraduate, preservice work. That is certainly the emphasis 
and orientation of this monograph. 
Two points need to be emphasised. It is really only since the late 1950s to the 
1960s in Australia that mass secondary schooling has been the norm; previously 
most children attended mainly primary (or 'elementary') schooling in a formal, 
albeit extended, sense. Further, in the broader scheme of things, mass compulsory, 
'popular', State-sponsored schooling was originally focused at the elementary level, 
and it was some time before this mandate was extended to the secondary sector. For 
much of this history, then, 'English' was indeed the appropriate category, and argu-
ments concerning the complex centrality of 'English', the compulsory nature of 
State schooling, and the historical-discursive links between English teaching and 
the figure of the modern schoolteacher are clearly intelligible in these terms. 
Given the contested nature of the single term 'English', however, a preferred 
formulation, and one which is arguably more neutral in its reference, is 'the English 
subjects' .2 This is likely to prove more strategic in and congenial to bringing to-
gether research and teaching across the primary and secondary schooling contexts, 
at the same time enabling the full historical resonance of the term ('English' and 
'Englishness', etc.) to inform associated investigations and debate. As recently as 
1962, a well-known textbook on 'the principles and techniques of teaching' in the 
primary school (Cole & Blake 1962) presented chapters on 'speech', 'reading', 'lit-
erature', 'writing', and something called 'Better English' (dealing with 'spelling', 
'grammar' and 'handwriting') among its list of'subjects' for teaching and study. At 
the senior secondary level, some division between 'English' (or 'English Expression', 
as it is sometimes called) and 'Literature', along with categories such as 'Communi-
cations', similarly makes for a plurality of'English subjects'. In short, while no sim-
ple subject-disciplinary identity can be assigned, nonetheless there is an abiding 
sense of a cluster of 'subjects' organised historically and practically by the notion of 
'English', and this is something which is clearly evident in Australian education. 
• The 'Englishness' of English curriculum history 
A further aspect of this notion of 'the English subjects' picks up on the inescapable 
historical connection between English teaching and, more broadly, the school-subject 
English and its imperialist, colonialist context. It is no accident, for instance, that 
the subject-disciplinary community is named thus, partly because of Australia's colonial 
background and its long-term associations, culturally and economically, with Britain 
specifically and the United Kingdom more generally.As an English-speaking country, 
we are bound together with Canada· and New Zealand and several others within a 
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primary geopolitical context, more recently extending to include the United States, 
but essentially as a legacy of the British Empire. It is salutary to recall that it was only 
in the 1940s that Australians became Australian citizens; previously they were formally 
and constitutionally subject to British citizenship. Even then, there was a lingering 
commitment to being 'British' and, perhaps even more to the point, to being 'English'. 
We have only to think of the struggles to establish Australian literature as a legitimate 
and valued cultural-canonic form, or to acknowledge the distinctiveness and specificity 
of Australian English as a linguistic form, to realise that notions of Australian identity 
and nationalist sentiment were for a long time matters of fierce controversy and 
public debate in Australia. Further, as recently as the 1950s, English syllabi in states 
such as Victoria and New South Wales were very marked in their reference to Britain 
and the Commonwealth (previously, of course, the Empire). 
As an example of this, at one point in the 1955 Victorian course of study for 
English teaching in primary schools, in an introductory account of'the importance 
of English', we find the following: 
Finally, English is so closely interwoven with a British person's whole education and 
experience of life that it is possible to know, soon after a man opens his mouth to 
speak, a good deal about the quality of his mind, the width of his experience, and the 
extent and thoroughness of his education. 
(Education Department ofVictoria 1957, p. 2) 
It would obviously be unwise, and unkind, to lambast this sort of thing, safe 
as we are behind the formidable bulwarks of our own (now thoroughly enlight-
ened) lives, noting, for instance, the default signs of masculinist orientation and 
usage as well as those of a marked cultural elitism. The point, however, is simply to 
note the historical baggage associated with the category 'English '-something which 
is increasingly dramatised and problematised in more recent moves towards cultural 
studies, whether 'multicultural' or 'technocultural' in persuasion. This also suggests 
why such challenges, as with those under rubrics like 'language and literacy' or, 
even more emphatically, 'language', often founder on the very monumentality of 
'English'. We carry our history with us inescapably, in our own habitus as well as 
that of the profession and the public more generally. Full account needs to be made, 
accordingly, of the sociohistorical complexity of curriculum identity and curricu-
lum change. At the very least, due acknowledgment of this makes for greater humil-
ity and sensitivity on the part of educational reform movements or initiatives. 
• A question of history 
In that respect, the Christie Report itself needs to be carefully scrutinised. This is 
not so much for its otherwise laudable efforts to re-energise language and literacy 
education in this country, and to make it, among other things, more politically and 
socially proactive. Rather, scrutiny should focus on the Report's renderings of cur-
riculum history and, in particular, its historical account of English teaching. As 
various commentators have observed, it draws this account fromJohn Dixon's now 
INTRODUCTION: ENGLISH TEACHING AND CURRICULUM HISTORY 5 
classic, and much debated, formulation of English curriculum history, with refer-
ence specifically to 'Skills', 'Cultural Heritage' and 'Personal Growth' as distinctive 
models and markers of periodisation (Dixon 1975 (1967)). (Mis)taking this repre-
sentation for history itself, it then announces its own alternative program ('Critical 
Social Literacy'), as somehow being an escape from history.A New Age dawns; and 
history begins again, though allegedly different now. 
This of course is caricature. Paul Brock has put it just as strongly, if perhaps 
more temperately: 
For me one of the most disappointing features of the Christie Report is its treatment 
of the post-war history of the development of English curriculum both in Australia 
and overseas.The historical representation of assumed extrapolations to the Australian 
education scene ofDixon's (1967) three models described in his important but embry-
onic work Growth Through English, (is J simplistic, inadequate and too often just incor-
rect. 
(Brock 1993, p. 29) 
But, just in case one now felt safe to get back into the water, it must also be 
said that Brock's account is itself in the service of an interested version of history. 
For what has been described as the 'New English', commonly (if not altogether 
correctly) identified with the so-called 'Growth Model', he has been a vocal de-
fender of the faith; on a number of occasions, for instance, intervening in public 
literacy debates to argue the case for 'progressive' ideas in education and English 
teaching. The point here is that the Christie Report, like other indubitably inter-
ested parties in English curriculum debate, glosses over the complexities of history, 
and in doing so, arguably closes off as many opportunities in research and pedagogy 
as it opens up. At the very least, the Report needs to be carefully and critically 
scrutinised for the manner in which it uses history, in arguing for its own version of 
both the present and the future directions of the field. 
Similar points might be made about interventions such as those oflan Hunter 
(1988a, 1988b, 1994), notwithstanding that his work is a crucially important re-
source for developing an adequate historical account of English studies and the 
English subjects. Like other accounts, his perspective is partial and possibly limiting, 
and therefore itself needs to be supplemented and critiqued. Above all, what is 
required is a more generalised and renewed attention to matters of history, both 
substantively and methodologically. Morgan (1990) recalls Margaret Mathieson's 
observations regarding' our formidable historical ignorance' and the role of that in 
contributing to the 'martyr's preparation' provided to novice English teachers 
(Mathieson 1975, p. 210). Arguing the need for the 'political historicity' of English 
teaching to be restored, Morgan asserts that the rhetoric of English teaching has 
been 'pugnaciously ahistorical'. Historical perspectives, Morgan argues, allow teachers 
to 'relocate themselves amongst the actual contingencies and historical situations 
they find themselves in'. As he writes: 
What a historical approach to the teaching of English has to offer the present is that 
present returned to it as a pedagogical moment socially organised, regulated and his-
torically defined by means of a number of ongoing political struggles ... What is lost to 
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a profession ignorant of its own history is the weave of ideology in the discourse of 
English studies from its inception. 
(Morgan 1990,p. 231) 
We can add to this the particular need for national and region-specific histo-
ries of English teaching and the English subjects. The situation in Australia, with the 
field distributed so widely across the states and territories, is likely to be especially 
interesting in this regard, not just to the Australian English teaching community, but 
internationally as well. 
To begin to answer these questions and explore these issues, we need to 
inquire into the social history of English teaching and the English subjects, and to 
investigate their historical formation as curriculum identities. In part, this involves 
the perennial question:What is English teaching? What gives English its intelligibil-
ity as a specific curriculum formation, within the discursive and disciplinary economy 
of the school? What counts as 'English'? Further, how do we tackle such questions 
and issues historically, and then why seek to do this at all? 
Morgan is useful once again here, in his ongoing project to historicise and 
problematise English teaching. As he writes: 
One way of answering the question the question 'What is English?' is to ask 'What was 
English?'That is, in exploring how the past has left its marks in subtle or blatant ways 
upon the present, we often reveal what is taken for granted within a subject area. 
(Morgan 1995, p. 110) 
What are the taken-for-granted things in contemporary practices and 
understandings of'English', then? And how might they be usefully illuminated and 
thrown into sharper relief by drawing more systematically and (self-) critically upon 
the lessons of history? 
One of the first things to consider here is the nature of the link between 
English teaching and language education, and within this, the role and significance 
of the category 'literacy'. There is an important sense in which schooling in general, 
in its familiar, received form, is crucially organised around the social relations of 
written language and what has been described as the print apparatus (Green 1993). 
This has always been a matter of 'civilisation', of organising and uplifting the masses, 
the populace at large, and of the standardisation and regulation oflanguage, subjec-
tivity and conduct. 
Furthermore, a close relationship is to be observed historically between Eng-
lish teaching and popular mass compulsory schooling, in that both represent institu-
tional practices addressed to controlling the Word, with the former charged specifi-
cally with this task in the emerging disciplinary specialisation of the school curricu-
lum. As Foucault (1981, p. 64) writes: 
What, after all, is an education system, other than a ritualisation of speech, a qualifica-
tion and a fixing of the roles for speaking subjects, the constitution of a doctrinal 
group, however diffuse, a distribution and an appropriation of discourse with its pow-
ers and knowledges? 
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Importantly, he links this specifically to questions of authorship, disciplinarity, 
commentary and 'writing' -matters of immediate relevance to English teaching. 
• Defining 'English'? 
But first we should digress somewhat and unpack some of the divergent meaning in 
the term 'English' itself. It is a complex signifier, in the sense that it refers both 
implicitly and explicitly to at least three matters: 'English' as the school subject; 
'English' as the language, and hence as both the principal medium of instruction 
and learning and a central mode of communication and semiotic practice; and 'Eng-
lish' as a national(ist) quality ('Englishness'-Doyle 1989; Morgan 1990) implicated 
in issues of colonialism and imperialism. The first two of these are too frequently 
confused and conflated in much curriculum discussion, and insufficient attention is 
given to distinguishing between the school-subject and the language, or to articu-
lating the relationship between them; while the third matter is arguably crucial to 
understanding both the specificity of English teaching in Australia and its interna-
tional affiliations-hence the significance of contemporary debates over' Australian 
English', community languages, multiculturalism and national identity (Schulz 1993). 
The question of how best to understand and indeed, define, English teaching 
remains a vexed and contentious feature of English curriculum debate. Elbow (1990) 
observes that there is particular value in looking to 'tradition' in seeking to provide 
an adequate answer. As he writes, apropos of the North American scene but still 
with more general relevance and resonance: 'English has tended to stand for two 
things: the teaching of grammar and the teaching ofliterature' (Elbow 1990,p. 1.11). 
So literature and grammar form the principal axes around which English teaching is 
organised. Importantly, both must be understood as concepts, and as complex and 
problematical categories which need to be scrutinised historically and critically. 
Moreover, they are crucially related categories, with particular bearing on the his-
torical realisation oflanguage and power through schooling. 'English' emerges from 
such an analysis as, in Elbow's (1990, p. 117) terms, 'the profession of grammar and 
literature, correctness and good taste'. Even now, it is possible to see manifestations 
of this in contemporary literacy and educational debates in Australia and elsewhere---
for instance in the interventions of figures such as Dame Leonie Kramer. Much 
work has been done in recent years to de-naturalise the category of'literature' (e.g. 
Green 1990); a similar critique is needed to address the category of'grammar'-a 
matter taken up elsewhere in this volume. The point to stress here, though, is that 
the teaching of grammar, in whatever form, is historically crucial in the self-identity 
of English teaching. 
For Medway (1984) the question of this self-identity is best approached by 
asking what is it that English teachers characteristically do? What makes sense as 
English teaching? Drawing on his research of the early 1980s in the north of Eng-
land, looking at 'English curricula for eleven- and twelve-year-olds', he isolated 'a 
set of practices which counts as "doing English teaching"', as it were, a practical 
model of English teaching that makes sense equally to others outside the specialist 
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field of English teaching and to the ordinary English teacher. It constituted a 'three-
fold curriculum' (or 'trivium', as he put it): 
Three major categories appear to be prescribed and within each category a general 
pattern of activity, with options at certain points. Literature, writing (or composition) 
and 'language work' are obligatory-the last item referring to 'comprehension' plus 
instruction and exercises, outside the contexts of literature and writing, in (one or 
more of) punctuation, spelling, syntax, granunar, vocabulary and usage. 
(Medway 1984,p. 136) 
That is, classroom activity addressed to and organised around literature,3 writing 
and 'language work' is the norm for English teaching. This is what people recall 
from their own school days, and what makes English intelligible within the school 
curriculum as a distinctive educational practice. It is also a pattern deeply embedded 
in the history of schooling and English teaching. Medway describes it as 'a basic 
"unmarked case", the standard minimum curriculum for which it is unnecessary to 
offer justifications', and this because it is precisely what is expected in English class-
rooms and English lessons. From another angle, therefore, it might be described as 
a prototypical 'grammar' of English teaching-a normative pattern of rules and 
resources for generating what counts as 'English'. 
What about primary English? Is there a similar 'unmarked case', related in 
some ways to the secondary situation but also understandably shaped by the distinc-
tive circumstances of primary education and the primary school? Timetables give a 
clue in this regard, as do manuals and syllabi, from somewhat different angles. Lit-
erature (or more specifically 'poetry' and 'stories', including 'storytelling') seems a 
necessary component of the primary school curriculum, although it may well be 
separately timetabled. 'Dedicated' reading lessons are staple features, ranging from 
comprehension activities through phonics exercises and 'reading aloud'. Writing 
(and often perhaps more particularly 'creative writing', or 'composition' as it once 
was, but also 'handwriting') is certainly part of the programme. Finally, language 
study ('grammar', 'word study') of some kind seems obligatory, and has been so 
from the very outset-often, at least up until recently, in the form of' exercises' and 
'drill', in accordance with what Moffett (1981) described as the 'particle' approach 
to language learning. It seems, then, that a good case can be made for a normative 
'set' of activities in primary classrooms that are recognisably 'English', certainly over 
the long view. 
Recent refusals of the 'English' label at the primary level may well be as much 
to do with territorial disputes (perhaps gender politics too) as they have to do with 
the characteristic learner- and child-centredness of primary teaching, to be com-
pared and contrasted with the traditional subject-centredness of the secondary school. 
Certainly the different forms of training of primary and secondary English teachers 
is a pertinent matter here. The often university-based, predominantly literary-criti-
cal training of secondary teachers may be usefully set against what was traditionally 
a more college-based training in psychology and education for primary teachers. A 
fascinating area of speculation and investigation concerns the historical role and 
significance of' child study', as it was called, in primary educational theory, ·and it is 
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here that work is needed on the 'rehabilitation', as it were, of historical-cultural 
movements such as Progressivism and Romanticism. Where scholars such as Luke 
(1988, 1989) tend to be particularly critical of these movements in both their shap-
ing influence and their persistence, others such as Willinsky (1987, 1990) suggest 
that there are important positive features, politically as well as pedagogically, in such 
traditions of thought and practice, and therefore strategic gains are likely in taking 
them seriously as resources for praxis. Further, might there not be possibilities in 
exploring the 'New Education' movement (Selleck 1968), specifically in its Austral-
ian manifestations, and especially as it impacts on the history of the English subjects? 
At the very least, more work is called for that explicitly takes such issues as matters 
for curriculum research and inquiry. 
• A 'history of the present' 
What still remains to be considered, however briefly, in this Introduction, is why 
history should figure at all in thinking about and studying the complex and chang-
ing nature of English teaching in the present. In short: Why do history? And further, 
what is involved in doing history, in taking an historical perspective in one's re-
search, professional development, and teaching? Why and how does history matter? 
In what follows, we want to suggest answers to these questions by way of reflecting 
on some of the arguments and proposals currently available. 
As Goodson (1992, p. 25) claims, 'studying school subjects ... provides us 
with a window on the wider educational and political culture of a country'. Along 
similar lines, Seddon (1989) bemoans the 'dearth' of Australian curriculum history, 
such that teachers and curriculum workers 'do not know their own past; neither the 
curricular past nor the history of their own profession' (Seddon 1989, p. 1). Further, 
in calling for a 'history of the present', Tyler and Johnson argue for history that 
'serves to show that-which-is has not always been ... since these things have been 
made, they can be unmade' (Tyler &Johnson 1991, p. 2). This volume, by including 
a range of historical accounts of English teaching in Australia, seeks both to provide 
a substantive contribution to a 'history of the present' and to encourage and provoke 
further work of this kind. It is especially urgent that work be commissioned and 
undertaken in the primary schooling context, looking for instance at issues such as 
spelling and handwriting as distinctive 'subjects' in the primary and elementary 
curriculum, along with life histories and oral histories which access the memories 
and lived experiences of the legion of now retired ex-teachers and ex-inspectors-
especially important, given that state and federal departmental archives have been 
largely gutted and abandoned in recent times. 
Further, as various contributors observe here, it is too easy to assume that 
writing and reading history is simply a matter of recovering (and discovering) the 
past and of displaying (and replaying) the 'truth'. The danger always exists, in under-
taking such work, of falling into a naive, and sometimes even uncritical, 'presentism', 
or into a more or less safe 'archivalism'. On the contrary, history involves a complex 
practice of representation, and so is always a matter of contest and interpretation. 
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Bessant (1991) has drawn attention to the dynamics of 'progress' and revision' in 
recent educational histories, observing, however, that much work in this area re-
mains 'liberal' and 'progressive', with 'past developments' depicted simply as 'a story 
of continuous progress, spreading its benefits more widely each year' (Bessant 1991, 
p. 82). Being aware of issues such as these is therefore extremely important. 
Methodologically, two lines of work stand out as particularly useful and prom-
ising in this present context. One is the now well-established and extensive litera-
ture on curriculum history, largely as associated with Ivor Goodson, but also in-
cluding figures such as Stephen Ball in the United Kingdom and Herbert Kliebard 
in the United States, and Australian work in this tradition such as that of Terry 
Seddon, Richard Selleck and David Kirk. A central concern in this work has been 
the concept and question of school subjects, and the associated material processes 
and practices of curriculum change.Although the emphasis to date has mainly been 
on the secondary school, for perhaps obvious reasons, nonetheless primary curricu-
lum and schooling is an important, appropriate and much-needed focus for research 
of this kind. This is clearly the case with English teaching, as this volume seeks both 
to indicate and to argue. 
The other significant main line of historical inquiry is research inspired and 
influenced by the work of Michel Foucault, variously understood under the rubrics 
of'archeology' and 'genealogy', or 'effective history', and more generally described 
in terms of 'history of the present' (Tyler & Johnson 1991). Ian Hunter is a key 
figure of such research, with representative work in or otherwise sympathetic to this 
tradition in school-oriented English studies and English teaching including that of 
Annette Patterson and Bob Morgan. Central to this work is a particular post-struc-
turalist understanding of the concept and practice of power, as well as the relation-
ship between power and knowledge. Though there has been some overlap between 
these two lines of work in some instances and in more recent times, mostly they 
have proceeded along parallel trajectories, with little systematic association and ar-
ticulation. That seems most unfortunate, especially for the project of constructing 
an adequate critical-revisionist history of English teaching in Australia. Much re-
mains to be done in forging closer links between these two traditions and programs, 
and in developing more productive forms of exchange and dialogue between them. 
Nonetheless, we expect that this volume will create opportunities for such ex-
change, as well as indicating certain signposts along the way 
• About this book 
These essays allow the reader to follow many aspects of the organisation and regula-
tion of the English subject(s) in Australia, and of 'the weave of ideology' in their 
discourses over time. Commonalities and local differences in the development and 
construction of the English subjects may be explored, across different states, and 
across primary and secondary levels, both in the specifics of the local context and in 
relation to English teaching internationally (most particularly in England). 4 The 
juxtaposition of one chapter with another highlights the different threads mnning 
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through these histories, with different orders of reading serving to highlight a range 
of foci or pathways the reader might take through them. 
Some of these have already been indicated. Others include the separate but 
related histories of primary and secondary English, and also the juxtaposition of 
early and later notions of reading and of literacy, along with consideration of what 
broader purposes and agendas those things might be seen to serve. The centrality of 
language study, or' grammar', in both elementary and secondary English teaching, is 
a feature of several chapters, and the explicit focus of at least one. The place of 
literature in the curriculum, debates about its nature and selection, the shift to 'text' 
as the preferred term, and the threats posed by popular culture are here, as is discus-
sion of the regulation of response. Nationalism, whether with reference to the Brit-
ish Empire or to a selfconscious concern to build an 'Australian' identity, is a thread 
running through several accounts, in relation to text selection, values, and concep-
tions of citizenship. Formations of the subject(s), particularly grammar-literature 
polarities which continue to characterise attempts to define 'English' in Australia 
(e.g. Christie 199 5), are historicised, and located more broadly in ongoing 
redefinitions of what English 'is', what it has been and might yet be, and whose 
purposes it is seen to serve. 
The role of the State in constructing the subject, the teacher, the child and 
their pedagogical relationships is a prominent issue for many of the writers in this 
volume. They explore the interventions of the State, via the education departments 
and their committees, through written advice such as policy documents and cur-
riculum statements, and through the actions of key personnel-' administrative in-
tellectuals' of various kinds and descriptions (Hunter 1994). Similarly, several chap-
ters explore the influence of the universities in determining curriculum and assess-
ment, and as a corollary, much of the nature of schooling for both students and 
teachers. Such influence has been exerted both directly and through boards and 
committees concerned with public examinations in secondary schools. A number 
of cameos of the work and influence of key departmental and university administra-
tors are presented, state by state, allowing the reader to debate in microcosm the 
truth and value of claims such as the following: 
When the history of English in Australia comes to be written it will not be in terms of 
the epochal dialectic of culture and society ... not be between exemplary personalities 
... It will be between figures like William Wilkins and Ernest Biaggini-not so much 
personalities as personnel. 
(Hunter 1988b, pp. 733-4) 
Readers wishing to trace 'the epochal dialectic of culture and society' will 
find that that path too is possible. Some chapters take up this matter directly, through 
class analysis or questions of cultural maintenance and oppositional relations be-
tween canonical culture and rapid and profound economic, technological and societal 
change. For others, the 'big picture' is of less moment than the painstaking exami-
nation of the specifics of the local site. 
As befits a history of English, texts themselves are the subject of much work. 
The role of curriculum documents in the discursive construction of teachers, chil-
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dren and pedagogy is scrutinised in a number of chapters. The deconstruction of 
examination papers, examiners' and inspectors' reports, curriculum guidelines and 
official advice, together with materials set for children's reading, sits alongside ex-
amples of contemporary commentary in the popular press. The role of the print 
media in manufacturing climates of opinion and moral panics regarding literacy 
itself emerges as a recursive and problematic theme through most of the chapters 
(see Green, Hodgens & Luke forthcoming). The reappearance of familiar proposi-
tions are here, ranging from 'the grammar wars' to fears for the very future of 
society because of the incursions of popular culture, whether it be 'the arts' as in 
1902, comics in the 1950s, or the repeated warnings about the depredations wrought 
by the new technologies-radio, film and television. One would not have to go 
much further into the present, in fact, to include also due consideration of compu-
ter and Nintendo video games. 
If part of the point of history is to 'make the present strange' and to help the 
reader exercise historical imagination, these essays provide rich potential, and a 
powerful context for debates and formations of subject English, and of English 
teachers' work, into and beyond the present day. 
•Notes 
1 See, for instance, Cutforth (1952) and Ellwood (1943), on the Victorian context. 
2 Although not developed here, it would also be pertinent to draw on poststructuralist 
understandings of subjectivity, and work with the interplay between the 'subject individual' and 
the 'school subject'. 
3 'Literature' is to be understood here as a portmanteau word for all kinds ofliterature-related 
reading material, from extracts, popular fiction, educational anthologies and other textbooks, 
and contemporary writing, to 'classic' texts. 
4 It should be noted, however, that this volume does not aim or purport to represent the whole 
spectrum of English teaching in Australia. There are no specific accounts of Queensland and 
Tasmania, for instance, although there is some reference to the Tasmania of the colonial period. 
See also Putnis (1986). 
• References 
Bessant, B. 1991, '"Progress" and revision in the history of education in the 1980s', 
Discourse, vol. 12, no. 1, pp. 67-84. 
Brock, P. 1993, 'Some reflections on teacher education programs for the prospective 
teacher of English in Australian secondary schools', English in Australia, no. 106, Dec., 
pp. 24-40. 
Campagna, H. 1994, 'What's the difference between teaching English and teaching 
literacy?', ARA Today, Edition 4, pp. 1-7. 
Christie, E, Devlin, B., Freebody, P., Luke, A., Martin,]. R., Threadgold, T., Walton, C. 
1991, Teaching English Literacy: A Project of National Significance on the Preservice Preparation 
of Teachers for Teaching English Literacy, Department of Employment, Education & 
Training, Canberra. 
INTRODUCTION: ENGLISH TEACHING AND CURRICULUM HISTORY 13 
Christie, F. 1995, New Directions for Language and Literacy Education in Contemporary 
Australia, Inaugural Professorial Lecture, Faculty of Education, University of Mel-
bourne, Melbourne. 
Christie Report. See Christie et al. 1991. 
Cole,]. A. & Blake, L.]. 1962, Principles and Techniques of Teaching, Whitcombe & Tombs, 
Melbourne. 
Cutforth,]. A. 1952, English in the Primary School, Basil Blackwell, Oxford. 
Dixon,]. 1975 (1967), Growth Through English: Set in the Perspective of the Seventies, Oxford 
University Press for the National Association for the Teaching of English, London. 
Doyle, B. 1989, English and Englishness, Routledge, London. 
Education Department ofVictoria 1957, Course ef Study for Primary Schools: English 1955, 
Education Department ofVictoria, Melbourne. 
Elbow, P. 1990, 'What is English?, Modern Language Association of America, New York. 
Ellwood, W H. 1943, A Handbook for the Elemrntary School Teacher, Education Department 
ofVictoria, Melbourne. 
Foucault, M. 1981, 'The order of discourse', in Untying the Text: A Post-Structuralist Reader, 
ed. R. Young, Routledge & Kegan Paul, Boston. 
Goodson, I. 1988, The Making of Curriculum, Falmer Press, London. 
Goodson, I. 1992, 'Studying school subjects', Curriculum Perspectives, vol. 12, no. 1, 
pp. 23-6. 
Green, B. 1990, 'A dividing practice: 'Literature', English teaching and cultural politics', 
in Bringing English to Order: History and Politics of a School Subject, eds I. Goodson & 
P. Medway, Falmer Press, London. 
Green, B. 1993, 'Literacy studies and curriculum theorizing; or, the insistence of the 
letter', in The Insistence ef the Letter: Literacy Studies and Curriculum Theorizing, ed. 
B. Green, Falmer Press, London. 
Green, B., Hodgens,]. & Luke, A. forthcoming, Debating literacy in Australia: History 
lessons and popular f(r)ictions, Australian Journal of Language and Literacy. 
Hunter, I. 1988a, Culture and Government: The Emergence ef Literary Education, Macmillan, 
Basingstoke, UK. 
Hunter, I. 1988b, 'English in Australia', Meanjin, vol. 47, no. 4, pp. 723-38. 
Hunter, I. 1994, Rethinking the School, Allen & Unwin, Sydney. 
Luke, A. 1988, Literacy, Textbooks and Ideology: Postwar Literacy Instruction and the Mythology 
ef Dick and Jane, Falmer Press, London. 
Luke, A. 1989, 'Literacy as curriculum: Historical and sociological perspectives, Language, 
Learning and Literacy, vol. 1, no. 2, pp. 1-16. 
Mathieson, M. 1975, The Preachers ef Culture: A Study of English and its Teachers,Allen & 
Unwin, London. 
Medway, P. 1984, 'Doing teaching English', in Changing English: Essays for Harold Rosen, 
eds. M. Meek & ]. Miller, Heinemann Educational, London. 
Moffett,]. 1981, Coming on Center: English Education in Evolution, Boynton/Cook, 
Montclair, NJ. 
14 TEACHING THE ENGLISH SUBJECTS 
Morgan, R. 1990, 'The "Englishness" of English teaching', in Bringing English To Order: 
The History and Politics of a School Subject, eds I. Goodson & P. Medway, Falmer Press, 
London. 
Morgan, R. 1995, 'Three unspeakable things: Looking through English's family album', 
journal of Educational Thought, vol. 29, no. 1, pp. 3-33. 
Murray, J. 1988, 'Historical overview: From subject English to Language Arts, 1948-
1988', in Language Arts and the Learner, eds J. Murray & F. Smith, Macmillan, Mel-
bourne. 
Putnis, P. 1986, 'Compulsory Shakespeare and the direction of state schooling in Queens-
land', History of Education Review, vol. 15, no. 1, pp. 49-60. 
Schulz, G. (ed) 1993, The Languages of Australia,AustralianAcademy of the Humanities & 
Highland Press, Canberra. 
Seddon, T. 1989, 'Curriculum history: A map of key issues', Curriculum Perspectives, vol. 9, 
no. 4, pp. 1-16. 
Selleck, R. J. W: 1968, The New Education: The English Background 1870-1914, Pitman & 
Sons, Melbourne. 
Tyler, D. & Johnson, L. 1991, 'Helpful histories?', History ef Education Review, vol. 20, 
no.2, pp. 1-8. 
Willinsky, J. 1987, 'The seldom-spoken roots of the curriculum: Romanticism and the 
New Literacy', Curriculum Inquiry, vol. 17, no. 3, pp. 267-91. 
Willinsky,). 1990, The New Literacy, Routledge, New York. 
Chapter 1 
Changing constructions: Literature, 'text' and 
English teaching in Victoria 
Catherine Beavis 
• Introduction 
It is only in Wonderland that no student struggles and no student is exceptional. It is 
only in Victoria that one set of subjects is supposed to fit all students for all purposes ... 
The Victorian approach is an English course in which students can study anything 
from Hamlet and A Fringe ef Leaves to Rainman and an extended comic book. 
(Penington 1990) 
The connections made by Professor Penington, then Vice-Chancellor of the Uni-
versity of Melbourne, between the list of texts offered for the final year English 
course and the threat to society at large presented by the Victorian Certificate of 
Education, curriculum and assessment reforms in Victoria for the final years of school-
ing, illustrate graphically both the deep implication of English in the vision and 
maintenance of society of a certain kind, and the diversity and power of forces 
outside formally defined education striving to exercise control. That English-as 
emblematic of both curriculum subjects and schooling in general, and its texts as 
the subject's central signifier-became the focus of media attack for several months 
in 1989-1990 attests to the truth of Goodson and Medway's (1990, p. vii) claim that 
'changing English is changing schooling'. 
In miniature, the list of final year English texts embodies a cultural politics of 
schooling. The titles on this list are not all 'literary'; nor is it 'literature' or even 
'books' which are prescribed, but 'texts'. It is no coincidence that it is the text list 
that is seen to display most potently what is wrong with schooling, and what is 
wrong with English. The juxtaposition of high culture icons with visual texts, and 
their juxtaposition in turn against the chimera of common schooling, foregrounds 
something of the weight of public expectations carried by 'literature' in the curricu-
lum; expectations that go beyond utilitarian notions of literacy to encompass cul-
tural transmission, cultural literacy (Hirsch 1987), the inculcation of 'right' values 
(and hence the formation of subjectivity and citizenship), and culminating in the 
proper sorting of'the struggling' and 'the exceptional' into their postschool lives. 
How has this come to be and what might it mean? 
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This chapter charts the role and nature ofliterature within English in Victo-
ria, the claims made and the pressures experienced. In particular, it considers the 
expansions and currents in the postwar period that have led to the recent adoption 
of 'text' rather than 'literature' as the favoured term in curriculum documents. It 
considers what might be at stake in these changing perceptions and constructions of 
the role of literature as the subject's 'content'. Does the shift from 'literature' to 
'text', with its accompanying textual practices effectively mean, as Andrews (1993) 
claims, the end ofLiterature-based English? Or is it rather a means of expansion and 
metamorphosis (Green 1995a, 1995b; Buckingham 1993; Buckingham & Sefton 
Green 1994)? 
The 'literariness' of English teaching, traced back through the Newbolt Re-
port and George Sampson to Matthew Arnold's advocacy of it as 'the best that has 
been thought and said', has shaped formations of English teaching in Victoria, as 
elsewhere in the colonies and the English-speaking world. In the shifting emphases 
within English teaching for around a century, literature and literacy have provided 
both the parameters and the content for the subject (Ball, Kenny & Gardiner 1990; 
Green 1988, 1990), with literature providing both the 'subject matter' of the study 
and the vehicle by which 'skills', 'grammar' or 'processes' might be taught and learnt. 
'Texts: The heart of the English curriculum', reads the subtitle of Adams and 
Campagna-Wildash's 1995 guide to using the national English Profile.Yet the role 
ofliterature within the subject has never been unambiguous or uncontested. From 
the earliest days, claims for the centrality of literature have been accompanied by 
both contradictory advice and practices, and counterclaims about the value or type 
of literary study preferred. 
• Early days: 'The rod in one hand and the book 
in the other' 
Numerous studies (Goodson & Medway 1990; Ball 1982, 1985; Ball, Kenny & 
Gardiner 1990) have documented the ways in which, in nineteenth-century Eng-
land, education was seen as the primary vehicle for the inculcation of moral values 
and the governance of the masses, in the face of rapid industrialisation and urbani-
sation, with literacy, and most specifically literature, consistently urged as a key 
instrument (Mathieson 1975; Eagleton 1983; Baldick 1983; Ball 1985, 1990 et al.). 
The commonly held perception of the connection between education, igno-
rance and morality found its colonial echo in debates surrounding the establishment 
of state-sponsored elementary education in Victoria. Yet, in the debates leading up 
to the introduction of compulsory education in Victoria in 1872, the issue of which 
subject should form the heart of mass education was overshadowed by sectarian 
arguments about the form that religious instruction should take in schools, and 
related issues of funding and control (Selleck 1982, p. 4). Despite the insistence of 
George Rusden, who helped establish the network of National Schools, that state 
education should offer 'a very high degree of enlightenment' (Selleck 1982, p. 4), 
Victoria lacked a passionate advocate for literature, or even 'culture', in the· elemen-
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tary curriculum in the formative nineteenth century. Where secondary education, 
offered by select fee-paying schools in the tradition of the English public school 
system, offered an elite classics-based curriculum largely determined by the Univer-
sity of Melbourne, state education was very different. It offered not 'culture' but its 
'elements';'pedagogical artefacts', fragmented and second-hand (Selleck 1982, p. 3). 
A study of the curriculum and methods [state schools] used, and the manner in which 
they were organised and their teachers trained and paid suggests that the state schools, 
far from offering an introduction to culture (in the sense of 'high' culture) actually 
provided an alternative to it. 
(Selleck 1982, p. 1) 
In English: 
Reading was usually confined to the reading book which was read aloud, often in 
imitation of an example given by the teacher. Writing meant penmanship, obsessively 
taught; composition received little emphasis, though considerable value was placed on 
spelling . . . Grammar involved mechanical parsing and analysis, frequently practiced 
on the best literature. 'It is with a certain degree of modesty that I offer to the public 
this little work' wrote a state-school teacher in 1880 in his preface to Milton Parsed-he 
had chosen the more difficult words from the first three books of Paradise Lost (Burston 
1880). 
(Selleck 1982, p. 6) 
Throughout the 1870s, teaching processes heavily reliant on rote learning, 
repetition and drill meant that 'reading' consisted primarily of reading aloud from 
the Readers, individually or in groups, generally with scant attention to under-
standing (Bessant 1983). Pronunciation-elocution-was valued above understand-
ing, reflecting contemporary divisions between reading and comprehension, where 
comprehension was seen to follow upon meditation upon what had been pronounced 
(Reeves 1996), but with little time given to the necessary second half. Drill and the 
fear of punishment, directly related to the system of payment by results, went hand 
in hand as the primary teaching methods. 'The rod in one hand and the book in the 
other', as Bessant (1983, p. 30) put it, became the classic stance of the teacher in this 
period. 
• The Readers 
Contact with 'literature', where it occurred, came largely through exercises such as 
Milton Parsed. Despite the obvious possibilities, neither the role nor the contents of 
the Readers in the nineteenth century were 'literary' in the sense of dealing with 
literature, but rather were very much valued for their capacity to impart moral 
values. The Readers were an important part of the management and regulation of 
state schools. The first Readers in Victoria, the Irish National Readers, held the key 
not just to the teacher's character and capacity to fill the required role, but to his 
very employment. A teacher had to 'produce a certificate of good character from a 
clergyman of his church, and had to pass an examination based on the Irish readers' 
(Bessant 1983, p. 8). The 1852 Select Committee on Education further emphasised 
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morality, with the only requirement for appointment as a teacher being 'efficiency 
in imparting a Literary and Moral Education'. (Bessant 1983, p. 8). 
The Irish National Readers were the staple texts ofVictorian elementary edu-
cation from the early 1850s till the mid 1870s. Passages such as the following indi-
cate their attractiveness to those fearful for the social order: 
How much more, then, is it the duty of those who live in this happy Christian country, 
where all men are free, to be obedient and faithful to their employers, whose service 
they have themselves sought, whose wages they receive, and to whom they have bound 
themselves faithfully to discharge the duties they have undertaken while they remain 
under their roof. 
(Supplement to the Fourtil Book <if" Lessons 1862, p. 81) 
From the outset there was dissatisfaction, however. Orlebar, the National 
Board's chiefinspector, believed their contents were unsuitable for Australian schools, 
in that the 'reference to animals, plants and habits' were alien to children born in the 
colony. He was also concerned with their level of difficulty. Not only was much of 
the subject matter perceived as foreign and/ or proselytising-the issue of the repre-
sentation of the familiar was also problematic, and aroused much hostility. If one 
adds to this the increasing criticism of the Readers for their narrowly conceived 
religious commentary, a pattern emerges already of the sorts of weight the set text is 
expected to bear: issues of access, cultural appropriateness and familiarity, linked to 
the acceptability of ideologies espoused and how 'hard' such materials should be. 
The valuing of familiarity, whereby students could more readily recognise 
the world of the text, seems to reflect a combination of the need for a pragmatic 
solution to the difficulties that pupils were experiencing with the Irish Readers, 
distaste and resentment for the messages 'peddled' therein, and growing nationalistic 
sentiment-that concern to develop a distinctively Australian literature reflected in 
the Bulletin in the 1890s. The replacement of the Irish National Readers by the Royal 
Readers in 1877 was driven primarily by a concern to find suitable content for 
Australian children (Blake 1973, p. 109), while John Arbuckle Reed's Australian 
Reader (1882) provides an early example of the concern to include subject matter 
more familiar to Victorian children, including accounts of the opening of Princes 
Bridge in 1850, Separation, bushfires, gold discoveries, the Eureka uprising and the 
funeral of explorers Burke and Wills (Blake 1973, p. 1311). 
• 1896-1945: 'Turning children on the road towards 
becoming cultured men' 
Accounts of English curriculum in Victoria in the nineteenth century divide clearly 
between elementary 'state' education and private secondary schooling, with sec-
ondary education offered almost exclusively by the private, fee-paying grammar 
schools modelled on the British public school system, while secondary curriculum 
was largely determined by the University of Melbourne. 
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In the twentieth century, relationships between primary and secondary schools, 
together with the influence of the tertiary sector, industry and community expecta-
tions, make accounts of English curriculum more complex. The University public 
examinations effectively determined the content and organisation of English in sec-
ondary schools, but it would be misleading to regard the development of subject 
English in Victoria as simply a kind of overflow of tertiary fashions and influences 
from the universities, as is sometimes implied by historians of university English 
(Eagleton 1983; Docker 1984; Milner 1985). Much of what determined the nature 
of education for the bulk of students had little to do with tertiary academic disci-
plines. The more subtle influence of university-based definitions of culture on edu-
cation might be seen in the promulgation of particular views adopted by key bu-
reaucrats of the period, such as Charles Long and Frank Tate, in their attempts to 
reform, extend and manage the state education system. Men like Tate, and later 
Ron Reed, would seem to be cases in point for Hunter's argument that it was 'not 
so much personalities as personnel' who influenced the development of English 
teaching in English and Australian schools (Hunter 1988b). 
• The 1902 course of study 
In 1902 the Victorian Education Department introduced a new course of study, 
influenced by, amongst other things, the 'New Education' reform movement. Backed 
by Frank Tate, with his insistence that the state school should be 'sowing seeds of 
fuller, broader, gentler life, and be fostering them, [and] should aim at turning chil-
dren on the road towards becoming cultured men ... imbued with high ideals oflife 
and oflife's work' (Tate 1893, pp. 31-2). The new courses gave much greater em-
phasis to the Arts. In English this meant formal recognition and increased time for 
literature, composition and poetry. The English subjects in the elementary school 
now included Reading, Recitation, Comprehension, Writing, Grammar, Compo-
sition, Spelling and Transcription, with proportional marks for each allocated differ-
ently at Grades 4, 5 and 6 (Homer 1973, p. 44). Inherited pedagogical practices 
from the nineteenth century constrained the degree to which the new curriculum 
could meet Tate's aims. As French noted: 
The introduction of logical analysis of sentences and the study of literature clearly 
wrought no basic change in the method of English teaching. They had made the 
English )lesson more distinctive, as a lesson in things English. On the linguistic side, 
grammar and syntax had severed a few of its ties with the linguistic erudition of the 
eighteenth century and some of its affiliations with the study of Latin; and on the 
literary side, the serious study of national literature had been attempted. These were 
notable developments but they had no basic effect on the formal, disciplinary mode of 
teaching inherited from an earlier age. Furthermore, they bequeathed to the students 
of method in the early twentieth century little more than a straightforward English 
mode of teaching English syntax, and a weak precedent for observing the style and 
content ofliterature. 
(French 1958,pp. 359-60) 
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At the time, however, the new subjects, particularly the 'cultural' ones, met 
with considerable opposition. 'If a lot of this nonsense were done away with, and 
plain common-sense reading, writing and arithmetic taught, there would not be so 
many dunces.Yours, &c., DISGUSTED PARENT', read one letter to the Argus in 
July 1904, cited in Selleck 1982, p. 11). 
Victorian academic state high schools began to open from 1915. In 1905 the 
Melbourne Continuation School had opened its doors as the first state school offer-
ing secondary education, primarily to trainee pupil teachers. The 1910 Education 
Act cleared the way for the establishment of a state secondary education system, 
ushering in not just high schools but a number of school types, ranging from higher 
elementary schools, girls' domestic science schools, agricultural and technical schools. 
This fragmentation of postprimary schools, into academic high schools and 'voca-
tional' schools of various kinds, set a pattern that was to shape curriculum develop-
ment and reforms for much of the century. The Education Department continued 
to set curriculum for primary and 'vocational' schools, with the University public 
examination system setting the syllabus for private and state academic high schools 
alike. 
• The School Paper 
In 1896 the School Paper was initiated to replace these Readers, under the editorship 
of Charles Long. Through Long and the School Paper, Arnoldian views of literature 
and education began to find institutionalised expression and dissemination in Victo-
ria. Long, together with Frank Tate, Victoria's first Director of Education, had been 
a student of Frederick Gladman, principal of the Central Training Institution from 
1877; in turn, Gladman was praised by Matthew Arnold, who had known him since 
his pupil teacher days for his 'high cultivation'.Arnold wished him well for his work 
in Victoria 'for the Colony's sake as much as your own' (Selleck 1982, p. 9). Gladman 
influenced his students profoundly, both in his vision for education and his severe 
criticism of its practice in Victoria. 
Unlike the Readers which preceded it, the School Paper represented a con-
scious effort to introduce literature into education. As a corollary, literature was also 
introduced into much of the community. Blake (1973) notes the relative paucity of 
'reading matter' at the time: 
Little reading matter was available in remote farm houses, mining and logging camps 
and even in many suburban homes when the first issue appeared in 1896. Mechanics 
institutes and churches were painstakingly acquiring a few books; the average family 
could boast of a family Bible, a 'Doctor's Book', possibly a few moralizing and ex-
tremely dull fictional works and, if slightly more literary and affiuent, perhaps a copy of 
Shakespeare. 
(Blake 1973, p. 1058) 
Early School Papers included selections from the classics-Shakespeare, Milton, 
Shelley, Keats, Browning, Newbolt, Tennyson, Dickens and Kipling-with some 
Australian writers also included, such as Henry Kendall, whose 'Song of the Cattle 
CHANGING CONSTRUCTIONS 21 
Hunters' appeared on the front page of the first edition. Well into the twentieth 
century, the School Papers provided material for teachers to use in teaching litera-
ture, accompanied by advice in the Education Gazette and Teachers' Aid (also edited by 
Long). Thus for example, in July 1904 the School Paper printed 'The Carver and the 
Caliph' and the Education Gazette contained a section on how this could be used in 
relevant sections of the primary curriculum-comprehension, spelling, grammar, 
recitation-and in literary history (Homer 1973, p. 48). They also provided back-
ground information on current events (e.g. the Boer War), an emphasis on civic 
virtues, pride and a sense of identity in the British Empire, and set standards of 
reading and comprehension for teachers and pupils at three levels (Blake 1973, 
p. 1060). 
On Long's retirement in December 1925, the Minister for Public Instruc-
tion, Sir Alexander Peacock, praised Long as one who had 
done much to cultivate a healthy Australian sentiment in our people by embodying in 
the reading matter of our school children so much of the best of Australian literature 
and by emphasising the study of Australian literature. 
(Blake 1973, p. 1317) 
The School Papers did this and more. They serve as a 'snapshot' (Goodson 
1981; Morgan 1995) of the yoking together of multiple purposes for literature in 
state education in Victoria in the early twentieth century: cultural heritage; literary 
appreciation and analysis; an indication of required literacy standards; the inculca-
tion of moral standards and civic virtues. As Donald observes: 
The school does not socialize the child in the sense of pouring certain myths, values, 
attitudes into its more or less receptive unconscious. Rather, it helps secure uncon-
scious structures which make people responsive to certain representations, and so en-
able them to recognize themselves as subjects addressed in ideology 
(Donald 1985, p. 241) 
Together with the Victorian Readers, the School Papers acted as a powerful vehi-
cle in the shaping and regulation of sensibility and subjectivity, in both pupils and 
teachers. 
• The Victorian Readers 
For the first part of the century, the School Paper continued in importance as the 
primary reading matter provided to the schools, but in 1927 Long was brought out 
of retirement to produce the first edition of the Victorian Readers. These were to 
replace the School Paper as the central reading material, relegating it to supplemen-
tary status. 
The Readers were strongly nationalistic, with a quarter of their content re-
quired to be Australian. For generations ofVictorians, they stand as a central icon of 
primary education, with the Fifth and Sixth Books surviving in classroom use into 
the late sixties, a period of forty years. Such was their sentimental and populist 
appeal that they were reissued in a facsimile edition in 1986.The Preface to the first 
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edition of the Eighth Book outlined the principles governing the selection of con-
tent: 
The inain aim of the committee that made the selections for it was to obtain such as 
possessed literary merit, were informative, were likely to arouse interest, and were 
suitable as regards the average standard of attainment of the grade or fonn for which 
the book was intended. The young readers were to begin at home, to be taken in 
imagination to various parts of the Empire, to Europe, and to the United States of 
America, and thus gain a knowledge of their rich heritage and acquire a well-founded 
pride of race. The inculcation of sound morality was always to be kept in view, and 
support given to the creation of a feeling against international strife and to the im-
planting of a desire for world-wide toleration. The grouping of the selections (story, 
essay, poem &c.) in order to secure continuity of thought-one selection serving to 
reveal and support another-was to be aimed at throughout, so that the contents of the 
book might not be a mere collection of unrelated items, but approach as near as pos-
sible to a unity ... Though it was recognised that the local production of a series of 
reading-books to compare favourably with those issued by leading British publishers 
would not be easy of accomplishment, yet it was believed that the effect of the use of 
such a series in the schools and in the pupils' homes would make the effort well worth 
while. 
(Ministry of Education (Schools Division) 1986 (1928), Eighth Book pp. v-vi) 
Literature here is primarily valued for inculcating knowledge of 'the rich 
[British) heritage' and for the values it might impart: civic and imperial virtues, 
including morality, tolerance and racial pride. The influence of the 1921 British 
Newbolt Report is little in evidence: these are public rather than private benefits, a 
point further underlined by the committee's faith in the 'effect' of the series not just 
in schools, but also in pupil's homes. Pedagogical concerns are registered in the 
desire to find material that will both arouse interest and be appropriate to the set 
level, and also in the care taken with grouping 'to secure continuity of thought'. The 
view of'appropriateness' represented here is very different from the 'scientific' per-
spectives of the 1950s, where counts of 'difficult' words and repetitions led one 
commentator to observe that the Victorian Readers First Book 'is the most difficult 
and badly planned book that has ever been used in Victorian schools to teach read-
ing' (Anderson 1953b, p. 110). 
Distinctions between literary and nonliterary are regarded as self-evident and 
accordingly not addressed. 'Literary merit' is only one criterion for selection, with 
Gazette references generally referring to the contents of the books neutrally as the 
'reading matter'. While 'unity' is valued, the Readers comprise a mixture of com-
plete short stories, poems, essays and articles with excerpts from novels, journals and 
the like. Maps, photographs and line drawings are interspersed throughout. 
This wide range of genre in some ways prefigures the 1960s phenomenon of 
thematically based 'resource' collections, which in turn provides strong foundations 
for teachers' acceptance of the Australian Association of Teachers' policy shift in 
1987 from 'literature' to 'text' as the 'stuff' of English. While it would be anachronis-
tic to suggest that the Readers represent an early explosion of the notion of'litera-
ture', the variety and juxtaposition of both print and visual texts invites the devel-
opment of diverse and complex reading styles and abilities, such as those espoused 
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in 1990s documents like the national Statement on English for Australian Schools (Cur-
riculum Corporation 1993) and the Victorian Curriculum and Standards Framework 
(Board of Studies 1994). 
The Victorian Readers and School Papers continued to be prescribed through-
out the 1940s. A Gazette notice of January 27, 1945 indicates clearly their centrality 
to the English curriculum in primary schools: 
The Victorian Readers.-For all rural school and schools in which Grades VII. and 
VIII. are in charge of one and the same classified teacher, the grouping permitted is set 
out in the General Course of Study for Elementary Schools, 1934, pages 528 and 531. 
Grades III. and IV will read the Fourth Book, Grades V and VI. will read the Sixth 
Book, and Grades VII. and VIII. the Eighth Book. 
In all other schools, pupils will be required to use the reading book prescribed for their 
particular grade. 
The School Paper.-In all primary schools, The School Paper will be used for supple-
mentary reading in the two lower forms of post-primary schools taking the high school 
course (in conjunction with the books for supplementary reading given in the Educa-
tion Gazette for June 1944 page 182) and in the corresponding classes in other post-
primary schools. 
Additional Literature (Grades VII. and VIII.}-In addition to the work set above, the 
course of study provides that in Grade VII. (or Grades VII. and VIII. where they are 
combined), a novel, or portion of a novel, should be studied, and in Grade VIII. a 
novel and a play (or portions of these), and selections from a book of verse.The choice 
of these additional books is left to the teacher. Probably books already in the school 
library will be found suitable. The same novel need not be studied by all pupils in a 
grade. Candidates for scholarships must, however, study Treasure Island. 
The plays that will be printed each month in The School Paper, Grades VII. andVIII. will 
provide sufficient material to satisfy the requirements in dramatic literature. 
(Education Gazette and Teachers Aid 27 Jan. 1945, p. 11) 
The inclusion of'Additional Literature' for Years 7 and 8 represents an odd 
and tentative mix of non-prescription (with the exception of Treasure Island) by 
comparison with content specificity of the Readers, as the Education Department 
enters that area of school curriculum formally regulated by Melbourne University. 
Teachers are also given the option of working with whole, extended texts, unlike 
the short stories, poems or excerpts which characterise the Readers. 'Literature' 
already presented in the Readers included, in the Eighth Book, works by Longfellow, 
Tennyson, Coleridge, Wordsworth, Byron, Milton, Keats, Shakespeare, Goldsmith, 
Dickens and Shelley. 
• The Victorian Revised Curriculum, 1934 
The 1920s were a period of considerable growth in state-administered secondary 
schools, which was checked in the early 1930s by severe funding cuts, fee rises, the 
restriction of both matriculation class places and of secondary teacher training posi-
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tions, in response to perceptions that secondary education had gone too far. News-
paper editorials argued a correlation between young people's inability to get jobs in 
the developing Depression and the logical failure, therefore, of secondary education 
in its main task: the preparation of the population for jobs. In 1932, legislation 
introducing and raising fees for secondary education had the effect of dramatically 
changing enrolment patterns from high to junior technical schools, effectively halv-
ing fifth and sixth form attendances by 1935 (Bessant 1983, p. 105). 
In 1934 the Victorian Revised Curriculum was introduced. Its advocates 
hoped that it would be a means of healing the hardships and class divisions exacer-
bated by the vicissitudes of the 1920s and early 1930s, through the provision of 
common ideals and civic values, and that it would prove a means ofleading the state 
out of the depression (Bessant 1983, pp. 108-9). The curriculum was much sup-
ported in the press (Bessant 1983, p. 109), but in practice, once again, little changed. 
The preamble of the general aims for English indicates the nature of the new course, 
and reflects more of the rhetoric of the Newbolt Report of 1921: 
The chief aims in teaching English are to enable the pupil to obtain for himself the 
thought content of written and printed matter, to give him the power to express his 
own thoughts in acceptable and recognised English-both orally and in writing-and 
to foster in him a love of reading and of good literature. The teaching will be vitalised 
by the abandonment of uninteresting methods of approach. No pupil yet ever learned 
to love a poem by picking out and classifying the figures of speech in it, by analysing 
the clauses and by parsing the difficult words. But he may be led by an enthusiastic 
teacher who uses interesting methods to appreciate beautiful thoughts and visual pic-
tures, as well as the music, rhythm and melody of words and lines. In this, the reading 
or the reciting of the poem as a whole plays a most important part. 
(Education Gazette, vol. 33, no. 6, 26 Oct. 1933, p. 258, cited by Homer 1973, pp. 98-9) 
The memorising and recitation of poems continued to be one of the major 
activities for 'doing' poetry throughout the school. The Victorian Education De-
partment Grade 2 course for 1933, for example, required students to learn 100 
compulsory lines (Murison Travers 1983, p. 42). In other respects, the aims reflect 
curriculum writings about English common in England in the same period-the 
Newboltian concern with the power of 'good literature' and the desirability of 
'loving' it; and a progressivist emphasis on pedagogy, on enthusiastic teaching, on 
the student 'expressing his own thoughts' and, again, 'lov(ing) ... reading and ... 
good literature' (Selleck 1972). Thirdly, there is the characteristic figure of the in-
spired English teacher, the 'preacher of culture' (Mathieson 1975), endowed with 
special qualities, who can 'vitalise' poetry through his own sensitivity and his love 
for both literature and the pupil. Alternatively, one might see in this figure the 
teacher in his older, non-subject-specific role of moral supervision and pastoral 
concern, regulating student response through a combination of qualities similar to 
that described by Mathieson (Hunter 1988a; Patterson 1993). 
One might also note in this passage the view of reading as of its time-as 
'obtain (ing) for (one )self the thought content of written and printed matter'. There 
is a wariness here of too-technical or abstruse forms of analysis-a warnifl:g which 
continues to be echoed in advice to teachers in Examiners Reports for most of the 
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century. The wrong sort of analysis (identifying figures of speech, clause analysis, 
parsing) is seen as sterile and counterproductive to the apparently central task of the 
poetry teacher-to enable his pupils to 'love' poetry.Yet other forms, leading to the 
'appreciation' of 'beautiful thoughts and visual pictures' and 'the music, rhythm and 
melody of words and lines' are quite approved. 
Homer (1973) notes the 'seemingly contradictory recommendations' in in-
spectors' reports of the period in both NSW and Victoria, where 'it is common to 
find sample literature lessons which aim to arouse the students' feelings of apprecia-
tion by a minute dissection of the work'. At the same time, an emphasis on the 
affective and 'aesthetic' aspects of' appreciation', consistent at least superficially with 
the sentiments of the N ewbolt Report, continues to be urged: 
Class lessons in literature for upper grades usually make sufficient provision for giving 
children an intellectual understanding of what is read, but more importance should be 
attached to the aesthetic side-the appropriateness of the author's choice of words, the 
emotional accomplishment of the passage. 
(Education Gazette, vol. 35, no. 1, 29 Jan 1935, quoted in Homer 1973, p. 99) 
In the period up to 1945, despite the gradual increase of the postprimary 
population, in the careful balancing of responsibilities for curriculum between the 
Education Department and the University, a stable and consistent pattern of expec-
tations and teaching practices seems to have been maintained. 
• 1945-1985: 'Motor-cycles, cars, girls and the 
cinema' -mass culture, retention rates and change 
In the postwar period, the role of schools in maintaining a stable society was chal-
lenged on two fronts: by dramatic increases in the demand for secondary education, 
and escalating cultural change. Postwar migration andAustralian reliance on America 
rather than Britain during the war marked the beginning of the shift away from an 
Australian identity strongly associated with Englishness and Empire. In schools, the 
certainties of the literary and linguistic heritage now had to compete increasingly 
with the incursions of popular culture: radio, comics and television, and an out-of-
school culture that, if not yet 'multicultural' in recognition of either non-Anglo-
Celtic mig~ants or the indigenous population, was nonetheless increasingly 
'Americanist' in orientation. 
Despite, or perhaps because of, the rapid growth of postprimary education, 
formal 'official' curriculum remained largely unchanged until the mid 1960s. This 
was the case even though, in technical schools and some high schools, mounting 
pressure to meet the needs of students towards the end of this period led unofficially 
to innovations of various kinds, providing the groundswell from which reforms in 
the late 1960s could emerge. For the most part, however, the urgency of providing 
sufficient accommodation and trained teachers overshadowed issues of curriculum 
and the need to reconceptualise mass schooling in the two decades immediately 
following the war (Bessant 1983, p. 153). The problematic issue of providing com-
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mon curriculum between academic and vocational schools compounded institu-
tional reluctance to initiate change. 
Between 1956 and 1964, the number of sixteen-year-olds in Australian schools 
virtually doubled; by 1970 there were 104 087 undergraduates enrolled in tertiary 
courses, twice the number in 1960 (Green, Hodgens & Luke 1994); by 1984, 36% 
of all students in Victorian schools stayed on till the end ofYear 12. A number of 
efforts throughout the 1970s to challenge the stranglehold of the University-oriented 
Higher School Certificate (HSC) in the final years of schooling resulted in a two-
tier HSC system from 1980 (Musgrave 1988). Group 1 subjects retained an external 
assessment component of at least 50%, while Group 2 subjects were entirely internally 
assessed. 
In 1985, further anticipated increases in retention rates (by 1992 they were to 
rise to 85%), difficulties with the two-tier system, expanding demand for higher 
education and the need for more clearly articulated pathways between school and 
work, led to the Ministerial Review of Post-compulsory Schooling (1985) or the 'Blackburn 
Report'. This report provided the foundation and planning for an extensive over-
haul of the last two years of schooling, resulting in 1989 in the Victorian Certificate 
of Education (VCE) (Spaull 1992, pp. 80-1). It is this course, this structure, with its 
attempt to provide more broadly for a greater number of students, to which Penington 
so vehemently objected. 
• 1945-1965: 'Not purely to create or understand the aesthetic 
element'-Literature's 'moralising force' 
The period 1945 to 1965 saw attempts within schools to shore up and consolidate 
prewar views of the Anglo-Australian identity. Where the Readers and School Papers 
in elementary schools provided official determination of what was to be read, in 
secondary schools this function was served largely by Melbourne University. In 
1946, in the belief that the Leaving examination was no longer succeeding in pro-
viding the candidates it desired, for reasons of'poor scholarship' and 'low standards 
of English Expression' (Blake 1973, p. 516), the University introduced a new ex-
amination for the final year (Matriculation). Courses for secondary schools were 
now set by the University at four levels: Merit (Year 9), Intermediate (Year 10), 
Leaving (Year 11) and Matriculation (Year 12). While technical schools and an in-
creasing number of ('class A') secondary schools gained the right to set their own 
versions of these exams, these versions adhered closely to those prescribed by the 
University. As Blackmore points out in relation to the Class A system: 
Whilst accreditation in the high schools (Class A) was aimed to free them from 'the 
tyranny of examinations', most teachers felt it essential to teach the same course as 
required by Public examination out of concern for unfair comparisons in the labour 
market or other educational institutions. 
(Blackmore 1991, p. 25) 
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Thus the constrained and largely prewar Anglocentric curriculum was main-
tained, not just by University domination of the syllabus, but also by the prepared-
ness of teachers and schools to perpetuate this formation of the subject, in accord-
ance with community rhetoric and norms. 
In secondary English, the historical tradition of splitting the subject into two, 
'English Expression' and 'English Literature', continued. Each course prescribed 
different versions of reading, while also sustaining the continuing and separate em-
phasis on language study-grammar. Literature studied was still primarily British, 
with the judicious introduction of approved Australian titles. The reading practices 
and selections embodied in each course constructed a hierarchy of reading forma-
tions, together underlining the centrality of literature in the shaping of citizenship 
and national identity. In English Expression, the 1948 course of study outlined its 
objective to 
enable students to extend the range of their interests, and, through the study of com-
petently written books, to strengthen their own powers of expression. The examina-
tion question or questions will test the candidate's ability to follow and discuss the 
argument of either of these [set] books rather than to reproduce portions of them from 
memory. No question will be concerned with small points of detail, or with the ap-
preciation of literary quality. 
(University of Melbourne 1947) 
In English Literature, by contrast, aesthetic and affective 'response' were to be 
most highly rewarded, with 'the sincere expression of personal opinion'valued above 
(the likely mishandling of) technical terms: 
Ability to discuss such things as sources of enjoyment received from various books, 
their comparative merits and the significance of certain incidents in them, goes to the 
very heart of the successful study of literature. The examiners are quite prepared to 
receive such ideas clothed in non-technical language, even in naive language, provided 
it is the sincere expression of personal opinion. Such answers are infinitely preferable 
to those which praise poems for containing a due proportion of metaphors, similes and 
even 'onomatopoeias.' 
(University of Melbourne 1949) 
A sensibility which finds 'enjoyment' in literature, and the capacity to articu-
late that pleasure in appropriate terms, was the desired outcome of literary study. 
With such a 1>ensibility, as now well indicated, went a host of civic virtues conducive 
to moral order and the wellbeing of the state (Eagleton 1983; Hunter 1988a; Morgan 
1990; Meredith 1994). 
While it is English Literature that acted most overtly to maintain cultural 
values through the study of predominantly English literature, Expression too had a 
role in the maintenance of cultural and linguistic standards, in the face of the en-
croachments of popular culture. The role of Expression in inoculating children against 
the forms of contemporary usage to be found in mass publications can be seen, for 
example, in the advice offered by Ian Hansen, then lecturer in Education at Mel-
bourne University and council member in the early years of the Victorian Associa-
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tion ofTeachers of English. He advised teachers to ask children to collect examples 
of'slang', 'journalese' and 'jargon' in 'popular dailies, comics, cheap magazines, dia-
logues in glossy paperbacks and technical publications of all kinds', in order to 
'detect their defects as a means of expression' (Hansen 1964, p. 175). 
It was a concern echoed in the press. From Winston Churchill to radio broad-
casters, public figures were criticised in letters to the Argus: on March 20, 1946, for 
incorrect speech (Beasy 1946), on May 6, for the 'careless tendency ... to combine 
singular and plural in an ear-grating manner' (Sutton 1946), poor pronunciation 
and 'Fourth form wit'-'indifferent or even downright bad, announcing' (Argus 8 
Feb.1947, p.16). 
Even worse than this failure of public language, however, was the threat posed 
by comics, linked with magazines and other mass publications. By the early 1950s, 
calls for the banning of comics and other 'obscene, indecent, suggestive and/or 
horror-type literature', as the Girls Friendly Society in Rockhampton described a 
cluster of popular publications Oetter to Arthur Fadden, acting Prime Minister, June 
1953, cited in Green, Hodgens & Luke 1994), culminated in the Police Offences 
(Obscene Publications) Bill in 1955. Parliamentary debate surrounding this Bill 
displays both the public perception of the role of literature in shaping society, and 
the explicitly negative role of popular culture in the same domain. As one parlia-
mentarian explained: 
I stated earlier that the purpose of studying literature was not purely to create or 
understand the aesthetic element; it must be conceived as a means of developing the 
character of the individual. Literature may exercise a great moralising force; hence it 
[is] an important factor in the education of children. 
(Victoria, Parliament 1954-1955) 
He went on to note the Chief Secretary's claim that '90% of the children in 
this State are today being subjected to the ethical training contained in magazines 
unduly emphasising sex, horror and crimes of violence', and concluded by contrast-
ing the many benefits of studying literature by comparison with the material he 
wanted banned: 
A study of literature, says one of our greatest exponents of the teaching of English in 
our schools, should afford preparation to meet the actual demands oflife and prepare 
the individual to live in harmony with his fellow citizens. I challenge anyone who 
realises just what interpretation of'life' is gleaned from the trash which forms part of 
the literary meal served up to our children today, to disagree that, whatever the cost, 
and despite restrictions on liberty, the offending publications should be banned and 
removed from the bookstalls of this State. 
(Victoria, Parliament 1954-1955) 
The contrast between the safety of school and the predations of the outside 
world found its echo in schools as well as in parliament. In English, what counted as 
literature was strictly policed. Delineations between high and popular culture were 
unambiguous. The school had no brief to accept for study any texts falling outside 
the prescribed range. In his portraits of the 'dayboy' of the fifties, Hansen. presents 
oppositions and hostilities between the world of popular culture and the values of 
CHANGING CONSTRUCTIONS 29 
the school, even for the willing pupil. The cultural identity proposed and promoted 
by English Expression and English Literature bears little relation to these students' 
out-of-school worlds: 
Even for the boy who is keenly interested in his studies the road is a difficult one. 
Through the winter months he does his homework on the corner of a table in the 
same room where his mother is ironing, his younger brothers or sisters are watching 
television programmes and his father engages in spasmodic conversation with anyone 
of the family who will listen ... There is often little reading matter available; if the 
family is fortunate there may be a Bible, a complete Shakespeare and some Galsworthy 
novels, but if not, there is only a scattering of lurid paperbacks and cheap weeklies. 
(Hansen 1964, p. 233) 
If the outside world made studying difficult for the boy who did wish to take 
on the culture of the school, it was an irresistible temptation to those otherwise 
inclined: 
The case of the other type of boy is worse ... If he works at home at all ... he works 
with no purpose other than that of getting through his task as quickly as possible. The 
paper round or the surf club are more important. He glances unseeingly at magazines 
and the television screen before going out each night, Monday to Friday, to the club or 
the billiard hall or the park. He spends the evening in idle conversation about motor-
cycles and cars and girls and the cinema, returns home between ten and eleven o'clock 
and reads a tough gangster novel, a western or a war story for half an hour in bed. 
(Hansen 1964, pp. 233-4) 
Television, the cinema, lurid paperbacks and cheap weeklies; tough gangster 
novels, westerns and war stories; the textual world of popular culture-supple-
mented by the paper round, the surf club, the billiard hall and the park, motor 
cycles, cars and girls -all are seen as actively confronting and undermining the 
work of the school. Not only are the texts of the new technologies, television and 
the cinema explicitly opposed to the world ofliterature, but print texts too occupy 
clearly hierarchical positions, with Galsworthy, Shakespeare and the Bible receiving 
school sanction as bearers of the (high) culture, while stigmatised paperbacks, week-
lies, gangster novels westerns and war stories clearly do not. 
To achieve its mission, to exercise 'its moralising force' and prepare students 
to 'live in harmony', literature (and the English teacher) must combat and supplant 
the forces 09tlined here. More positively, Hansen's portraits speak also of the school's 
project to use literature to equip students to meet and withstand aspects of modern 
life; to cultivate sensibility and teach taste and discrimination certainly, but also to 
use close reading as a way to develop resistant readings of a kind to advertisements 
and other features of the new mass culture. Teaching in this model, as proposed by 
Leavis and Thompson (1933), did inherit the rhetoric of Arnold and Newbolt, to 
do with literature's enlightening power, but the tougher edge, albeit via elite cul-
ture, was also concerned at least potentially to equip students through literature to 
critically analyse the texts of contemporary life. It was an enterprise somewhat 
closer to current notions of critical literacy than is sometimes recognised. 
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• 1965-1985: The end of English-as-Literature? 
In his address to the Australian Association for the Teaching of English in 1993, 
Richard Andrews warned: 
In many ways we are seeing the end of a subject-English based on literature ... 
[which arose] in late nineteenth century extension classes and then be[came] estab-
lished as a degree course ... before becoming the central humanising subject in the 
school curriculum from about 1921 through to about the mid 80's. 
(Andrews 1993, p. 46) 
Andrews' dating of the demise of 'English based on literature' to the mid 
1980s certainly reflects the Victorian experience. If the period to 1965 saw English-
as-Literature threatened by 'the outside world' in Victoria, the twenty years that 
followed were a time of crisis for the subject in this form. The mix of willing and 
unwilling boys (and girls too, presumably) portrayed by Hansen, were, more than 
ever, present in the schools. Teachers were faced, not just with greater numbers, but 
also with a significantly changed constituency. Changed school populations, changed 
economic, social and technological conditions, and challenges to notions of both 
culture and literature forced the urgent reconceptualisation of the content, purposes 
and formation of the English subjects. 
At the same time, the centrality of literature in the curriculum and its very 
definition were challenged by writing coming out of England-in particular-which 
reconceptualised the nature ofEnglish teaching. Child-centred redefinitions of'Eng-
lish'-both 'psychological', as represented in the work of David Holbrook (1961, 
1964) and the language-based, 'personal growth' model associated most strongly 
with the National Association for the Teaching of English (NATE) and the London 
Institute of Education (e.g. Barnes, Britton & Rosen 1969; Britton 1970 et al.), 
articulated and disseminated through Dixon's (1975 (1967)) report of the Dartmouth 
conference of 1966-circulated in Victoria through the Victorian and Australian 
Associations for the Teaching of English. 
1965-1966 is a useful reference point in considering the fate of English-as-
Literature in Victoria. Nationally, it marks the establishment of the Australian Asso-
ciation for the Teaching of English in 1965. Internationally, 1966 is the year of the 
Dartmouth conference, while in Victoria it sees the establishment of the Curricu-
lum Advisory Board, by Inspector (later Director of Secondary Education) Ron 
Reed, to mount 'an earnest search for the true purpose of education in its own 
right' (Reed 1975, p. 215), and thence to develop appropriate curriculum for the 
first four years of secondary school. Further, in November of that year the Victorian 
Education Department's Technical Schools Branch Advisory Committee on English 
released the Suggested Syllabus, Forms 1-3 English, which Homer describes as 'the 
first practical manifestation to be seen in Australia of what Dixon calls the" growth" 
model for English' (Homer 1973, p. 167). 
By the mid 1960s, paralleling the process Medway describes in England as 
'comprehensivisation' (Medway 1990, p. 25), the simple enormity of numbers meant 
that change of some kind was inescapable. As in England, this meant that .for many 
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English teachers, especially those in technical and high schools in industrial or inner 
urban areas, curricula such as that outlined in university-prescribed courses of study 
were impractical and unworkable and did not meet their students' needs. Dissatis-
faction with narrowly conceived and examination-dominated English is reflected in 
the earliest editions of English in Australia, the journal of the newly established Aus-
tralian Association for the Teaching ofEnglish.Articles by Victorian technical school 
teachers Bill Bainbridge, 'To each according to his need' (Bainbridge 1965) and 
Tony Delves, 'English as she is not taught' (Delves 1966) bluntly confronted dispari-
ties between syllabus requirements of the courses of study and their own teaching 
experience. 
It was the experiences of teachers such as these which led the way to intro-
ducing more inclusive teaching practices, from wide reading to creative writing 
(and later group work), to the establishment of'Community Schools'like Huntingdale 
Technical School, Swinburne Community School and the Sydney Road Commu-
nity School, and to systemic reforms such as the General Studies experiments initi-
ated by the Curriculum Advisory Board in the late 1960s. In senior years, it resulted 
in the development of alternate Year 12 courses like the Secondary Tertiary Certifi-
cate (STC) in the 1970s or the Group 2 school-based final year subjects of the 
1980s. The Blackburn Report of 1985, and the changes it recommended, built on 
the tradition initiated by the Technical Schools Suggested Syllabus for Forms 1-3 
and the work of the Curriculum Advisory Board, in rethinking the purpose of 
postprimary education in the light of the changed student constituency. 
Moves to redefine the nature of'Literature' can be seen in Curriculum Guides 
such as the Technical Schools Suggested Syllabus, the 'default curriculum' series of 
advisory papers put out by the Curriculum Advisory Board and the Secondary 
English Committee through the late 1960s and 1970s, and the 1975 Primary Lan-
guage Curriculum Statement. Children's own writing, literature written for chil-
dren, and popular culture texts like song lyrics, magazine articles and even comics 
begin to be included, partly in acknowledgment of the interests and needs of the 
child who is 'different', and partly in response to changing literary ideology. 
For secondary schools, the view of literature and its place in the curriculum 
presented in the CAB/SEC documents was heavily influenced by Brittan's expan-
sive definition of literature-that is, activities in the 'poetic' mode, from Shake-
spearean plays to children's own writing to gossip-and avowedly oppositional to 
Cambridge lmodels of the study of literature. 'Literature in the secondary school 
curriculum', written by Hannan, Hannan and Dow (1969) for the Curriculum 
Advisory Board and published also in both Idiom, and in the union journal the 
Secondary Teacher, charted shifts away from Cultural Heritage approaches, where 'the 
teaching ofliterature has been directed towards the art ofliterary criticism'. It urged 
instead 'that literature should be offered for its own sake as part of every student's 
course in secondary school' (Hannan, Hannan & Dow 1969, in Hannan & Reid 
1970, p. 35). This paper outlined the new view proposed at some length. As they 
wrote: 'Why do we attach such importance to literature? What can we expect stu-
dents to gain from its proper study?' 
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First, we maintain that literature, indeed all the arts through their special media, can 
contribute significantly to our understanding of the world and our place in it. Basi-
cally, literature does this by providing a formal experience of a particular view of things 
... Our second reason is that literature (and again, the other arts) appears to have 
special value to the universal general education now demanded of schools . . . the 
attraction of the arts is that they cultivate diversity of response and activity without 
losing their rigour, that they can make a direct appeal to students' creativity, and that 
they offer immediate rewards. 
(Hannan & Reid 1970, pp. 35-6) 
Despite the overt rejection of traditional models of literature teaching, the 
document illustrates well the ways in which 'New English' models of literature 
could be abrogated to justify and maintain past practices, albeit through wide read-
ing and thematic approaches as well as the more traditional method ofliterary analysis 
('close reading'). The insistent reintroduction of terms like 'the proper study', 'rig-
our' and 'the best', however, show that even in 1969 this alliance was an unstable 
one. 
Wide reading is approved, but theme studies and anthologies are viewed more 
warily, not just for the 'triviality' of some collections, but also because 
if a strict view of thematic study is taken, so that every item included in the study has 
to have very direct and obvious relevance to the theme, we think literature will suffer 
in consequence. Poems, novels, works of art in general, are not created to illustrate 
themes. They are particular works which create their own context. 
(Hannan & Reid 1980, p. 36) 
And on 'the best', they have it both ways: 
If literature has any value for people, then we suppose that the best literature will be 
the most valuable ... We would like schools to stop treating the best as though it were 
only for the best, and the worst as though it were fit for the worst. 
(Hannan & Reid 1970, p. 37) 
Idiom, the state's professional journal for English teachers, provides a litmus 
test of how the challenges to literature-based English were accepted-and initi-
ated-by teachers. The question of'best' and 'worst' ran through the late 1960s and 
up into the 1970s and 1980s, over Australian literature, film, television, pop songs 
and other forms of popular culture; whether, why and how they might or might not 
be incorporated into the curriculum (Summy 1969;Tickell 1969; Drummond 1970; 
Lewis 1970; Murray et al. 1971). Not all contributors supported the change. For 
some, Dartmouth approaches to literature, along with creative writing, amounted 
to 'selling our young people short' (Hansen 1970, p. 13). Notable dissenters in the 
1970 'Dartmouth and After' debate included Hansen, Sureties, Arter of Peninsula 
Grammar and de Fossard of Lauriston Girls School, while Lorna Hannan of 
Flemington Girls High School and the Curriculum Advisory Board, together with 
Gerry Tickell, critiqued their positions in turn (Hansen 1970). 
Increasingly, non-book and non-print works were accepted into English. 
From the early 1960s, radio plays (Fire on the Snow, Death of a Wombat) were part of 
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the curriculum in technical and secondary schools. Film Study, whether making or 
viewing, entered the curriculum originally through English, with Media Studies as 
a separate subject emerging in various forms in the early 1970s. In English, ques-
tions of the appropriateness of the medium for the subject were less important than 
those of 'quality'. As late as 1988, 'quality' films studied as literature were being 
urged for the English classroom, to give students a 'yardstick of quality which they 
can then apply to the TV' (Arnold 1988, p. 10). Superimposed onto the gradual 
shift towards the inclusion of popular and non-print texts were the old issues of the 
inoculating power of elite texts, and the acceptance of some of these texts (a rare 
few) as themselves part of the cultural heritage-'the living stream of culture' (Kramer 
1991). 
The attempts, in official guidelines of the 1960s and 1970s, to maintain both 
a literature-based English and to embrace the increasing diversity of texts and re-
lated teaching and reading practices included under the 'wide reading' rubric, put 
the subject under increasing tension. Faced with multiple formations of the subject 
in practice, as epitomised in the existence of six Year 12 English courses (and the 
further options within that in a subject like Hannan and McRae's 'English B'), 
literature-based English all but collapsed. The crisis was not confined to Victoria, 
nor to schools. Embracing tertiary as well as secondary English, Reid spoke of'a 
radical uncertainty as to the very nature of this subject called English' (Reid 1982, 
p. 8), while Boomer entertained the unthinkable:'If we do push out the boundaries 
to include a wider range of literature, will English finally disappear as a subject?' 
(Boomer 1988, p. 102). As Green put it in 1988: 
Literature as the existing curriculum frame as it is currently formulated is simply no 
longer adequate as an explanatory matrix, an enabling (and empowering) context.The 
particular version ofliterary ideology which has informed schooling and curriculum 
practice for the best part of three quarters of a century now is losing its momentum 
and its explanatory power. 
(Green 1988, p. 63) 
The attempt to reconcile conflicting ideologies, and the resulting paralysis for 
literature in English, can be seen in mid 1980s curriculum guidelines for primary 
and postprimary schools, the 'Curriculum Frameworks'. There, literature was con-
scripted largely to the support of thematic work and language development: 
Literaturb generally raises important issues and themes of human life. It puts a spotlight 
on our own experience and values and therefore offers a platform from which we can 
come to a deeper understanding of ourselves. Literature thus offers a purpose which is 
virtually as broad as the purpose offered by education itself. 
Works of literature are usually products of their time and their cultural milieu. But 
they have often helped to shape that culture as well. Students are entitled to be intro-
duced to such works as part of their education. 
(Education Department ofVictoria (Curriculum Branch) 1985, p. 27) 
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In its Cultural Heritage notion of 'entitlements', the view of literature as 
'putting a spotlight on our own experience and values' and its account of works of 
literature as 'products of their time and their cultural milieu', the statement presents 
a mishmash of perspectives from the Cambridge and London traditions, together 
with some reference to critical theory. Equally compromised, the effect of yoking 
together ideological frameworks such as these is to dilute each position to the point 
where consensus has little meaning or substance once achieved. A corresponding 
concern to meet all children's needs, and to provide curriculum guidelines that are 
both benign and pedagogically sound, has resulted in the absence of any sustained 
rationale for the place of literature in schools. As Julie McLeod observes: 
The authors of Frameworks appear to have confused the critique of a narrow Leavisite 
'Great Tradition' conception of literature and of English with the rejection of any 
critical paradigm or criteria with which to interpret, to distinguish, to evaluate texts 
... The avoidance of such questions is characteristic of a curriculum discourse which 
privileges processes and participation over the content and purpose of one's learning. 
(McLeod 1989, p. 113) 
Just as 1965 marks a useful point to begin a consideration of the contempo-
rary period, 1985 provides a turning point of a kind and an apt moment at which to 
pause. In the face of massive economic and structural change, system-wide recogni-
tion of the changed nature of the school population came in the 1985 Blackburn 
Report. As Spaull (1992) notes, this report, which ushered in the VCE, was the 
means by which the party in Government, the Labor Party, intended to fulfil its 
promise to 
develop a rational reorganisation of the secondary schools system that would provide 
for a broad, inclusive curriculum for all students in the final two years of schooling. 
Independent student learning, negotiated curricula and school-based assessment were 
to be features of any reorganisation of the senior school. 
(Spaull 1992, p. 80) 
In the battles which ensued, the VCE was significantly modified, but re-
mained nonetheless a system-wide response to the changed student population. 
In curriculum terms, for subject English, 1985 marks the point at which 
challenges from 'the new theory' to Dartmouth-based models begin to mount, 
while Eagleton's Literary Theory (1983) had further fuelled dissatisfaction with tradi-
tional approaches, even in their 'personal growth' manifestation. In Australia, draw-
ing on reader response and poststructuralist theories, Ian Reid's The Making ef Litera-
ture (1984) was published by the Australian Association for the Teaching of English, 
and was to have considerable impact on Victorian-and Australian-views on the 
study and teaching of Literature. 
In May 1985, Reid addressed a key meeting in Melbourne between the two 
committees responsible for postprimary English curriculum in Victoria, the VCE 
English Subject Committee and the Post-Primary English Committee. Literature in 
English, and the future of the Year 12 English courses, were reviewed in the light of 
the new theory, as expounded in Reid's book. Misson (1985) outlined some of the 
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principles agreed upon in relation to state-prescribed curriculum design on that 
occasion, together with some of the questions raised. Amongst them were agree-
ment on the notion of 'a continuum of texts from accepted literary masterpieces ... 
through to the latest Sweet Dreams offering', the problematic nature of the term 
'literature', and the assertion that in the face of having two English subjects at Year 
12, 'the compulsory subject must never seem to be offering a second-rate kind of 
textual work'. Even in relation to English Literature, the elite subject where the 
most traditional, Cambridge-based determinations ofliterary study had dominated 
the course for most of the century, Misson noted there was 'a fair amount of agree-
ment' that the course was 'too narrow, both in its selection of books and in that it 
locked students into a particular mode of response and teachers into a particular 
type of teaching' (Misson 1985, p. 3). The stage was set for change. 
Many of the arguments and principles in The Making of Literature, adopted by 
the Australian Association for the Teaching of English in 1987, went on to inform 
curriculum documents of the late 1 980s and 1990s, particularly in their views of 
'text' and the notion of reading as constructed and partial. In Victoria, the English 
Curriculum and Standards Frameworks (1995), VCE (postcompulsory) English 
(1989), and, most dramatically,VCE Literature, recast their definitions of both read-
ing and text. 
•Conclusion 
Does such recasting constitute 'the end of English as Literature', as Andrews claims? 
Where Morgan (1993), Peim (1992) and others have claimed that the expansion 
means either the death of the subject through the dissolution of identity into cul-
tural studies (Morgan 1993), or conversely, a means for Literature to abrogate and 
incorporate new texts, to process them once more as high culture literature (Peim 
1992), my own view is more positive. I would argue that the move from 'literature' 
to 'text', more than simply a change of jargon (Beavis 1994), represents possibilities 
for expansion, both in the spectrum of works studied within English, and in the 
ways in which students and teachers can engage with texts, each other and the 
world-a shift in content, pedagogy and orientation, if you like. 
That such changes are controversial, as indicated in comments like Professor 
Penington's pbout the VCE, and the stance taken by vocal opponents such as Kevin 
Donnelly (1995), or institutionally opposed, as in recent moves to remove 'viewing' 
from the first band of the reading strand of the Curriculum Standards Framework in 
1993, attests once more to the centrality of literature in public notions of the Eng-
lish Curriculum. The confrontation and resistance in the Victoria of the 1990s is of 
a piece with the patterns of contestation over ownership, purpose and content that 
have characterised public discussion and policy setting in subject English through-
out its history in this state. 
Note:Thanks to Margaret Gill and Bill Green for commenting on earlier drafts of this chapter. 
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Chapter 2 
Telling the story of the NSW secondary 
English curriculum: 1950-1965 
Paul Brock 
• Introduction: Approaching history 
If we are to take shifts in the content of education seriously, then we require histories 
of these contents and their relationship to institutions and symbolic arrangements ex-
ternal to the school. 
(Bernstein 1951, p. 156) 
Elliot W. Eisner urges those researching the history of any aspect of school curricu-
lum to employ certain methodological processes which include what he calls 'edu-
cational connoisseurship' and 'structural collaboration'. For Eisner, 'educational 
connoisseurship' involves appreciation of what is 'subtle and important' in the data 
(Eisner 1979, p. 193). 'Structural collaboration' is the process of gathering data or 
information and linking this material incrementally in order to build a whole pic-
ture: it stresses commencing with the smaller 'bits' of information and incremen-
tally, gradually and inductively building towards the whole--as distinct from start-
ing with an established framework and then applying it deductively to the smaller 
'bits' (Eisner 1979, p. 125). 
The following chapter is a 'snapshot' account of the English syllabuses for the 
mainstream secondary school curriculum in New South Wales from 1950 to 1965. 
It is grounded in a comprehensive comparative analysis of, or exercise of' educa-
tional connoisseurship', with regard to the various English syllabuses which were 
constructed from 1950 to 1965. 'Structural collaboration' processes deployed in this 
research included archival research to locate and scrutinise the minutes of all com-
mittee and sub-committee meetings, as well as extensive interviews with key players 
involved in the processes of English curriculum change during that period. Such 
interviews were often remarkable for revealing information that the written min-
utes had omitted or oversimplified. No evidence from these interviews was used 
unless it could be corroborated by at least one other person and/ or by written 
material. The interviews were conducted in the early 1980s--some of those people 
who exercised major influences upon the secondary English curriculum in that 
period, such as Sir Harold Wyndham, and A. W. (Bert) Stephens, have sirice died. 
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In attempting to explain the past, there are some deceptively easy, even se-
ductive, pitfalls. For example, one can make the erroneous assumption that there 
have been inevitable steps by which the past has moved inexorably to the present. 
Such an assumption tends to ignore 'what if' questions. The answers to such ques-
tions place the historical developments within the far more ambivalent and fluid 
contexts of that former 'present' wherein our forbears took (or did not take) deci-
sions which shaped their future-that has now become our past. 
Another flawed axiom assumes that everything happens in cycles-a corol-
lary of which is that any 'new' developments can be only contemporary re-state-
ments of' old' ones. Of course it is true that this can sometimes happen, and recur-
ring themes can be revealed in any history of education. But to assert that 'there is 
nothing new under the sun' is to prejudge history. 
A too-prevalent, and perhaps an even more dangerous, assumption is that the 
history of educational curriculum is merely the working through of contesting ideas 
or theories and the implementation of theory into practice. Such an assumption 
ignores the powerful influences wielded by factors such as errors and ignorance; the 
role played by key individuals and their particular passions, preferences and/or idi-
osyncrasies; coincidences and 'serendipity'; as well as other 'external' forces such as 
political ideologies and bureaucratic processes. 
• 1950-1965: Some influences and issues 
Between 1950 and 1965 there were three English syllabuses written for secondary 
education in New South Wales: those ofl 953, 1961-62, and 1965.Their twentieth-
century predecessors had been the English syllabuses of 1911 and 1944. During 
these fifteen years, NSW education underwent the dramatic and comprehensive 
reform known as the 'Wyndham Scheme'. It also witnessed the move away from a 
predominantly British influence upon the English curriculum towards incorporation 
of some American influence, as well as a strengthening of an Australian identity. 
A number of issues recur throughout the period. For example, what should 
be the role of literature in a secondary English curriculum, and how should its 
content be defined and/ or mandated ? What is the best way of ensuring students' 
proficiency in the use of English language and, in particular, what role should the 
knowledge ?£English grammar play in the pursuit of this goal? Upon what princi-
ples ought a coherent English syllabus be based? 
Various forces can be seen at work in the construction and reform of the 
secondary school English curriculum during this period. They include, for exam-
ple, the University of Sydney (principally among the universities), politically di-
rected processes of educational reform, bureaucratic power, and English subject and 
professional teaching organisations. The power exercised by the various syllabus and 
examination committees is an obvious influence. The often-competing influences 
exercised by individuals from the differing constituencies represented on the respec-
tive Boards of Education made their mark on the history of the English curriculum 
in secondary education in NSW 
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• The 1953 Syllabus: Response to assertions of 
'declining standards' 
The genesis of the 1953 English Syllabus rings familiar bells.There was a widespread 
outcry about the 'decline in standards' in English allegedly demonstrated by the 
1951 Leaving Certificate results. Indeed, since the late 1940s-and especially from 
1948 onwards-the 'decline in standards' theme had become strident in discussions 
within the English Syllabus Committee, in the Chief Examiner's Reports for both 
the Intermediate and Leaving Certificate examinations, and in the very Board of 
Secondary School Studies (which held ultimate responsibility for the formulation of 
all subject syllabuses in NSW and was directly answerable to the NSW Minister for 
Education under the University Colleges Act, 1900-1952). These Examiner's Re-
ports constituted the only official guide to teachers as to how they should interpret 
the syllabus. Up until 1966, there were formal external examinations at two stages 
in NSW secondary education: those taken by students after three years of secondary 
school (the 'Intermediate Certificate') and those taken after five years of secondary 
schooling (the 'Leaving Certificate'). Up until the implementation of the 'Wyndham 
Scheme' in the 1960s, compulsory education concluded after three years of second-
ary education. 
In his report on the 194 7 Leaving Certificate English exam, the then Chief 
Examiner, Professor Waldock, who held the Challis Chair of English Literature at 
the University of Sydney, had expressed astonishment at the number of students 
who could not identify acljectives and adverbs (Waldock 1947, p. 131). Comment-
ing on the 1946 Leaving Certificate exam, Waldock lamented that 'it is disappoint-
ing to find that students imagine they can pass a Leaving Certificate Examination 
without being able to write a sentence' (Waldock 1947, p. 129). Even the most 
superior students, the tiny minority who took Honours, did not escape the lash of 
the Chief Examiner who asserted that the 1949 batch of Honours students' answers 
on Montaigne 'showed that anything that appealed to the intellect rather than the 
senses and emotions was too much for the majority of students' (Waldock 1950, 
p. 150). 
Waldock's successor as Chair of the Board's English Syllabus Committee, Pro-
fessor A. G. Mitchell (who held the McCaughey Chair of Early English Literature 
and Language at the University of Sydney) agreed with Waldock's general denuncia-
tions about falling standards of English literacy as demonstrated by student perform-
ance in the Leaving Certificate English exam. Approvingly, Mitchell informed his 
colleagues on the English Syllabus Committee of the conclusions of the UK Norwood 
Report (1941) which had made withering criticisms of 'the serious failure of the 
British secondary schools' to produce literate students and its condemnation of the 
'poor quality of the "English" of secondary school pupi1s' 1 (NSW Board of Second-
ary School Studies 1951, p. 295). 
Central to Mitchell's solution to the perceived literacy crisis was his rejection 
of one of the fundamental principles upon which the 1911 English Syllabus for 
NSW had been founded and which had enjoyed the tacit support of the 1944 
English Syllabus. This was that English expression 'is learned most effectively through 
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the reading of good literature' (NSW Board of Secondary School Studies 1951, 
P· 294). Mitchell insisted that 'experience shows that this is not so', and was em-
phatic that 'only systematic study of the English language can give a pupil an under-
standing of the principles and make possible this important habit of self-criticism 
and deliberate use of language' (NSW Board of Secondary School Studies 1951, 
p. 294). 
Elsewhere2 I have detailed the extraordinary chronicle of errors and false 
premises which led to the false conclusions in his report on the 1951 English Leav-
ing Certificate by the Chief Examiner/Chairman of the English Syllabus Commit-
tee, Professor Mitchell, to his colleagues on the Board of Secondary School Studies. 
Mitchell alleged that, compared with the 1950 candidacy and 'pass mark', nearly 
50% of all metropolitan candidates and about 25% of all non-metropolitan candi-
dates should have failed English in 1951. He informed his Board colleagues that the 
required proportion given at least a 'Pass' result had been achieved only by lowering 
the pass mark of 44% in 1950 to 40% in 1951. 
In his report to his colleagues on the Board, the Chair of the English Syllabus 
Committee and Chief Examiner was adamant about the disastrous situation facing 
everyone. There could be only two possible explanations for the exponential crash 
in 1951, averred Mitchell: 'the performance of the candidates and the effectiveness 
of the teaching' (NSW Board of Secondary School Studies 1952a, p. 591). He 
thought it improper of him to comment on the latter, except to assert baldly that 'at 
the moment the most effective and resourceful teaching of English is done in the 
country' (NSW Board of Secondary School Studies 1952a, p. 591). 
All sorts of 'reasons' were proffered by Mitchell and his colleagues on the 
Board of School Studies for this apparently disastrous result. They included asser-
tions such as that country teachers were more dedicated than city teachers; that 
fewer students than ever had studied History (in fact, the very opposite was the 
case), which was said to be an essential support subject for English; that because of 
the introduction of what Mitchell referred to as the new 'non-academic' (NSW 
Board of Secondary School Studies 1952a, p. 590) schools for girls known as Do-
mestic Home Science schools, a 'weaker' candidacy had joined the cohort in 1951 
(in fact, the average mark in English of all students at these schools was higher than 
the State average). Similar claims were made about the products ofTechnical High 
Schools for boys.The lone member of the Board to dissent in any way from Mitchell's 
allegations tlhat little had been done to arrest the slide towards illiteracy through the 
1940s which allegedly had culminated in 19 51 was R. G. Price, who was Director 
of Secondary Education. In seeking causes external to the school system for the 
apparent decline in standards, Price nevertheless suggested that the city students 
were more susceptible than their country cousins to the distractions of the wireless, 
'with its ready choice of serials and hit parades to which the children become ad-
dicted at an early age' (NSW Board of Secondary School Studies 1952b, p. 500). 
The errors of all these assumptions and assertions were exposed by the then 
relatively junior research officer with the Department of Education, Dr Harold 
Wyndham. Using the new 'SILIAC' computer (which filled a room at the Univer-
sity ofSydney),Wyndham undertook a comprehensive analysis of the marking records 
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of the relatively few markers who marked the 1951 Leaving Certificate English 
examination.The examiners were nearly all academics.There were ten examiners at 
the meeting which had endorsed the report Mitchell presented to the Board: six 
were members of Mitchell's Department of English, two were members of the 
Department of English at Sydney Teachers College, and one was an Inspector of 
Schools. None had had recent experience as a teacher of Leaving Certificate Eng-
lish. 
Wyndham's report (NSW Board of Secondary School Studies 1952c, pp. 595-
607) was tabled at the Board's meeting in November, 1952. He found that once 
corrections were made for marker bias (which, in two cases, were quite dramatic) 
not only was there no significant difference between the 1950 and the 1951 Leaving 
Certificate English results, there was also no significant difference between the met-
ropolitan and non-metropolitan candidates in 1951. 
But this report was not presented to the Board until after the 1953 Syllabus 
had been completed and was never, at any stage, considered by the English Syllabus 
Committee. Nor did it ever enter the public domain. 
What was to drive the English curriculum in NSW for the next decade was 
not Wyndham's expose of the false interpretation of the 1951 exam results, there-
fore, but Mitchell's paper and the enthusiastic response to it by his colleagues on 
both the English Syllabus Committee and the Board of Secondary School Studies. 
For the Board, in late 1951 and early 1952, had already embarked upon a 
grand strategy to overcome the presumed literacy crisis and to redirect the great 
dissatisfaction with the state of affairs as revealed in the Minutes of the Syllabus 
Committee and the Board. The Board's solution to the 'problem', which had the 
willing acquiescence of its English Syllabus Committee, was to introduce a second 
Leaving Certificate English examination which would focus specifically upon Eng-
lish usage, expression and comprehension and thereby redress the 'serious weakness 
in written expression' revealed in the Chief Examiner Reports in English and 'most 
subjects' (NSW Board of Secondary School Studies 1950, p. 2), and to rewrite the 
1944 English Syllabus. Both the additional examination and the new syllabus were 
to come into operation in 1953. 
• Construction of the 1953 Syllabus 
The 1953 English Syllabus is unique in the history of education in NSW It is the 
only secondary school English curriculum ever to have been initiated and com-
pletely formulated by a subject teaching association-independent of any direction 
given by the English Syllabus Committee of the Board. 
The constituencies represented on the English Syllabus Committee of the 
Board of Secondary School Studies were as follows: the University of Sydney (three, 
including either of the two Professors of English and holder of one of the two 
Chairs in the Department-at this time it was Professor Mitchell, who chaired the 
committee), a nominee of the Director of Secondary Education, a nominee of the 
Director ofTechnical Education, the University ofTechnology (two mt::mbers), a 
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Departmental English Inspector of Schools, Sydney Teachers College (one), the 
NSWTeachers Guild (five), the Association of Headmistresses oflndependent (non-
Roman Catholic) Schools (one), Headmasters of Roman Catholic Independent 
Schools, and the Roman Catholic Secondary Teachers Association (one). 
At the meeting of the English Syllabus Committee on August 15, 1950, In-
spector A. W (Bert) Stephens announced to his colleagues on the committee that 
the English Teachers Group, of which he was co-founder, was preparing a new 
syllabus in English for consideration by the official English Syllabus Committee. 
Indeed, the English Teachers Group had been working on this since 1949. The 
Group presented its final draft to the Board in July 1952. The Board referred it to its 
English Syllabus Committee which then established a sub-committee, every mem-
ber of which belonged to the English Teachers Group (ETG). The syllabus was 
received enthusiastically at the very time when a new syllabus had been called for. 
The establishment of the English Teachers Group in 1947 represented a ma-
jor attempt to break down the isolation experienced by teachers ofEnglish in NSW 
The co-founders were Brian Hone, who had been recently appointed Headmaster 
of the Cranbrook School (a wealthy independent school in Sydney's Rose Bay), and 
Bert Stephens, who was then Staff Inspector for English and would later become a 
powerful leader in NSW as Director of Secondary Education under Sir Harold 
Wyndham. 
Stephens had been a Head of English and had travelled widely through NSW 
Indeed, in the 1930s he had been sent to the Armidale High School as Head of 
English with the additional external responsibility to teach English Method to gradu-
ates of the fledgling University of New England (then a College of the University of 
Sydney). He particularly welcomed Hone's visit to the Department's Bridge Street 
office because his long experience with the Department had indelibly imprinted 
two impressions upon Stephens: the severe isolation felt by English teachers across 
the State, and the pervasive feeling of ill-will, suspicion and at times outright hostil-
ity between all groups in education-between government and non-government 
teachers and administrators, the NSW Teachers Federation and the Inspectorate, 
and between primary and secondary school teachers. A generously spirited man 
himself, Stephens eagerly endorsed Hone's initiative that they establish a loosely 
knit association of male English teachers drawn from both government and non-
government systems and which would include English Inspectors. Stephens saw this 
as a significant attempt to build bridges within the NSW secondary education world 
(Stephens 1982). 
The English Teachers Group flourished throughout the 1950s and into the 
early 1960s, when it was superseded by the English Teachers Association (ETA) of 
NSW, which became part of the fledgling federation known as the Australian Asso-
ciation for the Teaching of English (AATE). The English Teachers Group was very 
much a kind of'gentlemen's club'. Meetings occurred once or twice a term and 
took the form of a dinner followed by port and cigars and rounded off by an after-
dinner address presented by some distinguished literary or educational figure. An 
annual three-day conference was held at the Cranbrook School. Though relatively 
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small in number (around fifty), the Group contained nearly all of the influential 
figures in the history of English curriculum development in NSW secondary edu-
cation from 1950 to the mid 1960s. The English Teachers Group petered out in the 
1970s. 
• The content of the 1953 Syllabus 
In writing what was to become the 1953 English Syllabus, the Group was inspired 
by the conception of English and its pre-eminence so vigorously advocated in the 
seminal 'Newbolt Report' into The Teaching of English in England (1921), commis-
sioned by the UK Ministry of Education, and English for the English, written in the 
same year by George Sampson, who was a member of Newbolt's committee. Both 
these important works had their roots in Matthew Arnold's ideas which found ex-
pression in what Dixon has described as the 'cultural heritage' model of English 
teaching (Dixon 1975 (1967)).A number of non-government school teacher mem-
bers of the Group had taught in England under the influence of'Newbolt' English. 
The Newbolt Committee had declared that 
we have given to 'English' a very wide significance.We have looked upon it as almost 
convertible with thought of which we have called it the very stuff and process.We have 
treated it as a subject but at the same time as a method, the principal method whereby 
education may achieve its ultimate aim of giving a wide outlook on life. When that 
aim is kept in view, it will be found that English as a subject must not take any place 
which may happen to be vacant, but the first place; and that English as a method must 
have entry everywhere. 
(Board of Education (UK) 1921, p. 57) 
The 1953 NSW English Syllabus, which brought 'Newbolt' English to the 
State, shared these basic assumptions; to begin with, insisting that the 
intention of this syllabus is to give pupils an experience of their language as a means of 
transmitting thought expression and its comprehension-(which] is, therefore, the 
foundation of the syllabus. The insistence on thought may do a little to prevent the 
isolation of the several parts of this syllabus, and to prevent the teaching of any one part 
as an end in itself; and it may serve to remind teachers of English that they have an 
obligation to the teachers of all other subjects in the curriculum. 
(Board of Secondary School Studies 1953, p. 1) 
The syllabus endorsed flexibility in its implementation, acknowledging that 
NSW secondary students would have widely different backgrounds and abilities. 
Teachers were urged to treat the document as 'suggestive rather than prescriptive' 
(Board of Secondary School Studies 1953, p. 1). The document was in three sec-
tions: A. The Expression of Thought; B. The Comprehension ofThought; and C. 
Literature. 
A recurring controversy throughout this century has been the role that the 
explicit teaching and learning of the rules of a formal grammatical system should 
play in a secondary English curriculum. The 1911 Syllabus had made it unequivo-
cally clear that the teaching of formal grammar was to be given only minor and 
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incidental importance-reflecting the trend in England away from the teaching of 
grammar for its own sake, which occurred in the first decade of the century. The 
1944 Syllabus, however, had placed far greater emphasis upon grammar-as dem-
onstrated by the very first sentence of that syllabus. 
A knowledge of the structure of the sentence and the function of words in the sen-
tence, involving simple parsing, analysis, synthesis and the rules of syntax, should be 
progressively imparted during the first three years (of schooling). 
(Board of Secondary School Studies 1944, p. 1) 
The 1953 Syllabus followed the lead of its 1921 progenitor-it had a bob 
each way! Under pressure from both sides, Newbolt had recommended that the old 
'grammar grind' should go while insisting that 'we cannot abandon all grammar 
work'. While suggesting that Latinate grammar was obsolete, the Newbolt Report 
had approvedJespersen's grammatical system, which it described as 'a "pure" gram-
mar of function rather than form . . . a grammar which reflects the structure of 
human thought itself' (cited in Shayer 1972, p. 70). 
The 1953 Syllabus took the approach followed by the post-Newbolt English 
curriculum in the UK-a need to understand grammatical terms, parsing and analysis 
and so on, not as ends in themselves but as they helped the student to express and 
comprehend thought more effectively. 
The 1953 Syllabus followed the lead ofN ewbolt in insisting, for the first time 
this century in NSW, upon the importance of' oral composition'. It did not go as far 
as its British 1921 predecessor, however, which had insisted that 'oral work is the 
foundation upon which proficiency in the writing of English must be based'3 (cited 
in Shayer 1972, p. 70). 
There is little emphasis upon imaginative writing. Indeed, in all three parts of 
the Syllabus there is an overriding concern with form rather than substance, with 
ideas rather than feelings, with analysis rather than imaginative response. In 1921 
the Newbolt Report had expressed its dismay that in the teaching of composition in 
the UK 'imaginative subjects ... are sometimes used to excess: what the secondary 
pupil really needs ... is constant practice in constructing, writing, revising and re-
constructing single paragraphs'4 (cited in Shayer 1972, p. 70). 
Evidence that mechanical efficiency and sentence structure were valued more 
highly in students' examination answers than originality and imagination can be 
fairly consistently found in Chief Examiner's Reports up until 1957. In that year 
Mitchell, as Chief Examiner, began to lament the lack of originality, colour and flair 
in examination answers. But what he failed to acknowledge was that teachers and 
students had been heavily influenced by the 1954 and 1955 Reports (written by 
Professor Milgate), which had insisted on formal correctness, balance and accurate 
sentence structures, and so had produced the very kind of writing which Mitchell 
now deplored. Plaintively, Mitchell cried, 
is originality and sincerity being stifled by the injunction to show care in punctuation, 
spelling, grammar and arrangement? The examiner reading successively hundreds of 
colourless, well-mannered, compositions longs for some inspired individuality. 
(NSW Department of Education 1958, p. 130) 
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The 1961 Leaving Certificate Chief Examiner concluded that the 1953 Syl-
labus had produced a crop of student writers who were, at the completion of their 
secondary education, highly competent and formally efficient in English expres-
sion, but dull and boring! 
In the 'Comprehension ofThought' section of the syllabus, the emphasis is 
upon analysis and understanding-but not upon a critical response. 'Comprehen-
sion', it declared, 'is the analysis and ultimate grasp of material communicated' (Board 
of Secondary School Studies 1953, p. 17). This conforms to what Douglas Barnes 
termed the 'transmissive'-rather than the 'interpretative'-mode oflearning (Barnes 
1976, pp. 20-4; Barnes 1978, pp. 86-9. 
The Literature section reverberates with the Newbolt conviction-derived 
from Arnoldian influences-that literature has the power to transform the indi-
vidual and society in general. But it does not go so far as to embrace all of the 
Newbolt approach or that ofNewbolt Committee member George Sampson who, 
in English for the English, had defined the reading ofliterature as an 'almost sacramen-
tal' act (Sampson 1970 (1921), p. 105). Nor does the NSW syllabus go as far as 
Newbolt had done in ascribing a central role to English teaching of revitalising 
British nationalism or of dampening down the class struggle through the study of 
British literature. In this, Newbolt was re-echoing one of the central tenets and 
purposes of Matthew Arnold's Culture and Anarchy. 
In his critique of Dixon's model of 'cultural heritage', David Homer has 
convincingly argued that this 'nationalist' aspect of the British model was absent in 
its Australian application. Homer contends that it was replaced by what he calls a 
model of'literary taste' (Homer 1973, p. 84), which relied upon vague statements 
and assumptions assumed to be axiomatic about the beauty and the moral maxims 
of great literature. This observation is pertinent to the 1953 Syllabus. The teacher is 
told to 'better exercise his [sic] influence for the creation and development ofliterary 
taste' (Board of Secondary School Studies 1953,p. 21).There is no emphasis what-
ever upon developing a personal response and critical evaluation ofliterature. In this 
syllabus, the undertaking of' critical analysis' by students merely means that 'increas-
ing attention should be given to the author's intention, the means he employs to 
realise this intention, and the skill with which he [sic] carries out this task' (Board of 
Secondary School Studies 1953, p. 27). The syllabus also seeks to encourage stu-
dents to read for pleasure, especially poetry. But only pupils 'who are naturally gifted' 
are to be encouraged to write poetry (Board of Secondary School Studies 1953, 
p. 29). 
The 1953 Syllabus made an attempt to put an end to the minute dissection of 
plays, especially those written by Shakespeare, that had characterised classroom ex-
perience in the preceding two decades. Indeed, it ordered that there 'be no detailed 
textual study' (Board of Secondary School Studies 1953, p. 35) of plays except where 
it was absolutely necessary for 'comprehending' meaning. Teachers are urged to 
have their students enact the texts. But, very soon, the format of the Leaving Cer-
tificate Examination would make it clear to teachers and students that considerably 
intensive textual analysis-and dissection-would remain mandatory as b~fore. 
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Students were examined on what they knew about literature rather than how 
they thought and felt about it: the emphasis was upon literature as 'content'. The 
post-Newbolt influences of F. R. Leavis, Denys Thompson, I. A. Richards, D. W 
Harding and the other Scrutiny writers of the 1930s, and what has been called the 
Cambridge School of English extenders and transformers of the Arnoldian tradi-
tion, made no impact upon the construction of the 1953 Syllabus. Indeed, the 
inculcation of literary taste, rather than the sensitive development of a personal and 
honest literary response, constitutes a major difference between this syllabus and its 
1965 Higher School Certificate successor. In their defence, the authors of the 1953 
document were conscious of the dangers they saw in making what they believed 
would be inappropriate demands upon school students' literary sensibilities, which 
might do 'little more than encourage artificiality' (Board of Secondary School Stud-
ies 1953, p. 31). 
In addition, there was an Honours section of this syllabus, prepared by the 
English Syllabus Committee proper, rather than by the English Teachers Group, in 
which the emphasis was upon having students read a wide range of literature, to 
read 'with discrimination in the given time' (Board of Secondary School Studies 
1953,p. 20). Students were also required to have a sound knowledge of the history 
of English literature. Teachers were instructed to prepare students by selecting be-
tween twelve and fifteen authors from Chaucer to Eliot. 
The English Syllabus Committee considered the Group's syllabus on 14 Au-
gust, 1952. The sub-committee, dominated by English Teachers Group members, 
approved it with only typographical amendments. The Board received it early in 
1953 and endorsed it by October 28. It was to be printed, distributed and imple-
mented as soon as possible. 
The English Teachers Group had prepared, over three years, a coherent sec-
ondary English syllabus. It had sought to retain what it considered to be of value 
from the past and integrated by consistent adherence to a central rationale that 
English 'is a means of transmitting thought'. Furthermore, throughout the docu-
ment, the Group provided a comprehensive 'Commentary' to assist teachers. 
The 1953 Syllabus remained the curriculum for all NSW secondary students 
for the next nine years in the junior secondary school and fifteen years in the senior 
secondary school. 
• The reformation of NSW secondary education: The 
'Wyndham Scheme' 
The Wyndham Report, produced by a committee chaired by Sir Harold Wyndham 
which deliberated from 1953 until 1957, had been harshly critical of the previous 
system of secondary education which had remorselessly locked students into streamed 
ability classes and 'tolerated' a quite massive loss of students from Sixth Class to Fifth 
Year of secondary. In his earlier report on the 1951 Leaving Certificate English 
examination, Wyndham had noted that of the 34 307 students enrolled in sixth class 
in government primary schools in 1946 only 2733-or fewer than 8%-had perse-
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vered to the Leaving Certificate class of 1951. 5 Wyndham characterised this as an 
appalling loss of talented students. It is hardly surprising, therefore, that the subse-
quent Wyndham Report urged the extension of compulsory secondary education 
to four years and for the construction of a separate curriculum for Forms V and VI 
students, the vast majority of whom, Wyndham asserted, would be of matriculable 
quality and would proceed to tertiary education but who would constitute only 
about 25% of those who had proceeded to Fourth Form. The Wyndham Scheme, 
which was endorsed by the government four years after the Report's submission, 
came into operation for First Form students in 1962. The one Board of Secondary 
School Studies was replaced by the Secondary Schools Board (for Forms I to IV) 
and the Board of Senior School Studies (Forms V to VI). 
• The 'Wyndham' Junior Secondary English Curriculum 
Wyndham, as Director of Education in NS"W, instructed syllabus committees for 
junior secondary school (Forms I to IV) to construct courses with three levels within 
which students could move flexibly according to needs, interests and capacities from 
Forms I until IV, after which students would sit for external exams. Wyndham was 
determined to overturn a system which, in his view, perpetuated the 'idiocy' 
(Wyndham 1982) whereby boys' and girls' choice of curriculum in the first year of 
high school had been predetermined by what they thought, or had been told, they 
would do in their final years. First Form in secondary education was not to consist 
of streamed classes and should give students a wide range of options from which, 
according to needs and capacities, students could make more specialist and streamed 
choices of subjects in Second Form. 
It was not long before some of the Wyndham planks were upended. The 
Board called for streaming of Form I classes according to ability. Wyndham had 
wanted to delay the study of foreign languages until Form II-the Board eventually 
caved in to the languages lobby and schools were able to strip two or three periods 
a week in Form I away from English and devote them to languages. So, English was 
reduced in allocation from nine to six or seven periods a week-even though the 
English Syllabus Committee was to write its syllabus on the assumption that at least 
eight and preferably nine periods a week would be devoted to English in First 
Form. 
Inspector Donald Bowra, Chair of the English Syllabus Committee for Forms 
I to IV, was given the herculean task in late 1961 of producing in one month a new 
syllabus for implementation in First Form in 1962. Later in 1962, he and his col-
leagues produced the Forms II-IV section of the Junior Secondary English Syllabus. 
Under impossible timeline pressures,Bowra divided the one-month task into 
five areas: Comprehension (reading, understanding, listening), Expression of thought 
(oral and written composition), Language study, Literature, and Oral. Most mem-
bers were teachers who would meet together after school. Despite Wyndham's ex-
hortations to the contrary, this committee produced the longest document of all 
English syllabus documents between 1911 and 1975. Some members of t~e Board, 
especially academics, were quite critical of what they saw to be the Syllabus Com-
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mittee's undue emphasis in language study upon parsing and analysis. In turn, some 
members of the Committee became furious at what they perceived to be the Board's 
unwarranted intrusion upon their expertise. 
Bowra's committee saw itself as broadening the ambit of its 1953 predeces-
sor--but the breadth was achieved at the expense of the consistent and coherent 
rationale that had characterised the 1953 Syllabus. The new junior secondary Eng-
lish syllabus incorporated what Dixon (1975 (1967)) has labelled the 'skills based 
model'. Students were expected to be able to express themselves in speech and 
writing and to be able to understand the speech and writing of others.They must be 
able to 'feel and appreciate the appeal ofliterature' (Secondary Schools Board 1961 b, 
P· 1). 
But the syllabus also went further than had its 1953 predecessor in trumpet-
ing the Newboltian certitudes about the pre-eminence of English, declaring that 
for the pupil, no other form of knowledge can take precedence over a knowledge of 
English. In an English speaking community it must always be the central subject of the 
curriculum, for it is basic to comprehension and progression in all studies; it is moreover 
an important influence in the shaping of personality. 
(Secondary Schools Board 1961 b, p. 1) 
The Wyndham Junior Secondary English Syllabus shares the Arnoldian con-
viction that there is 'no better way' of maintaining a civilisation based on shared 
awareness of human qualities, qualities and values 'than through the reading of lit-
erature' (Secondary Schools Board 1961b, p. 1). 
Of the three fundamental Wyndham criteria for syllabus construction, only 
the first-that students are to be provided with English skills that will help them to 
take their place later in society-was taken into account. No mention is made of the 
criterion about treating the material in such a way as to arouse student interest. Its 
1971 successor, however, would abide by this criterion. There is no hint that the 
syllabus was to be taught to eleven and twelve-year-old children! Nor was there 
evidence ofWyndham's third criterion, that syllabuses should be suggestive rather 
than prescriptive and exhaustively detailed; flexible, and encouraging of a wide 
variety of implementary strategies. If anything, the document is a good illustration 
of what Wyndham had criticised in his report as syllabuses which were 'too detailed 
and specific' (Wyndham 1961, p. 89). 
But t\lere was a sound explanation for the great attention to detail and the 
degree of prescriptiveness. Bowra and his committee were well aware of the deci-
sion taken jointly by Stephens and his colleague Owen Jones, Director of Primary 
Education, to move 500 primary teachers with no secondary education training and 
experience immediately into secondary schools, to cope with the influx of students 
and the crucial shortage of secondary school teachers. Furthermore, the Commit-
tee was acutely conscious of the tremendous degree of confusion and apprehension 
as the secondary school system attempted to cope with such revolutionary changes 
in but a couple of months. Dramatic changes were being called for in a system 
which, up until then, had been regulated by the narrowing and predictable demands 
of external examinations and the regimen of textbooks which for so long had ad-
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hered to the same formula of grammar, composition, literary 'taste' and-especially 
since 1953-comprehension passages. It had, moreover, been monitored by an in-
spectorial system which had too often operated in a threatening way, with inspec-
tors viewed with fear, even hatred, by school staffs (Bowra 1982). 
• Content of the 1961 Syllabus for Form I and the 1962 
Syllabus for Forms II-IV 
• Form I Syllabus of 1961 
The 1961 English syllabus reflects a significant North American influence--for the 
first time this century in a NSW English syllabus. Bess Bannan, at Sydney Teachers 
College, on her return from the USA had pioneered speed reading programs and 
other American approaches to the teaching of reading-especially in the area of 
reading diagnosis. These influences are reflected in the syllabus: the extensive bibli-
ography provided for teachers was predominantly American in origin. But the em-
phasis in reading is upon decoding and comprehension-without going beyond 
these to include the capacity to read with critical discrimination and judgment. 
In the Writing section, although there is some mention of creative writing, 
the emphasis is more upon form and style than substance and content. There seems 
to have been a naive belief that the teacher of a First Form student would be dealing 
with a tabula rasa: 'the aim here is to show pupils that the sentence is the basic unit of 
communication by language' (Secondary Schools Board 1961b, p. 14). 
The 1961 Syllabus for First Form reflects the ambivalence and controversy 
about the role which the teaching and learning of a Latinate grammatical system 
should play. By 1961 the first breezes of the 'New English', inspired by the diverse 
intellectual and social strands within what Dixon in Growth Through English (1975 
(1967)) was to call the 'personal growth model', were beginning to blow gently and 
sporadically in New South Wales. But the committee as a whole was not in any 
position to know, assess or implement the changes which would find particular 
expression at the Dartmouth Conference in 1966 and later in Dixon's seminal pub-
lication. This ambivalence about grammar is evident in the text: grammatical terms 
are to be 'established by descriptive and not by prescriptive means' (Secondary Schools 
Board 1961b, p. 23). Its 1953 predecessor had rejected 'grammar for its own sake' 
but had endorsed a 'functional' grammar. In passing, one can note that the deploy-
ment of the apparently user- (and politically) friendly concept of'functional gram-
mar' to camouflage a highly complex linguistic system thus has a history which well 
predates the recent controversy in NSW in which 'functional grammar' was used as 
a perhaps more user-friendly euphemism for 'systemic linguistics'. But in practice, 
as with the 1953 document, all this meant was the same old grammar treadmill of 
parsing and analysis, with the quantity of grammatical theory stipulated for 'learn-
ing' by students far outweighing the 1953 formulation. 
The chopping up of the syllabus into term-based segments produced all sorts 
of curios: in the first term of Form I, students were to look only at noun as object, 
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subject and in the plural and possessive forms; in second term, they would 'progress' 
to common nouns, proper and collective nouns. Similar edicts were issued for verbs 
and other parts of speech. What the syllabus ignored was that all students would have 
been using all of these linguistic forms for years in primary school and would have 
been reading materials which were not constrained by such arbitrary term-by-term 
taXonornies. 
The most progressive part of the syllabus, and the only part to take the 
Wyndham injunctions about curriculum content and design seriously, was the Lit-
erature section. It also was the only section to move students beyond the passive 
receptors of knowledge towards being critical evaluators and responders to texts. 
The committee accepted Colin Roderick's arguments for the inclusion of Austral-
ian poetry in their selection for First Form. This section of the syllabus also demon-
strated greater optimism about students' capacity to respond critically, and at some 
length, to literature. 
The 1953 syllabus had suggested that 'only those pupils who are naturally 
gifted' (Board of Secondary School Studies 1953, p. 29) should write creatively or 
imaginatively. But the 1961 Syllabus urges that all children should be so encour-
aged, and in so doing, points towards directions which would be taken up even 
more enthusiastically in the 1971 Syllabus, a decade later. 
Only in the drama component of the Literature section is there any overt 
reference to Wyndham's exhortation to syllabus committees that they should 'help 
[the student] develop as a person' (Wyndham 1961, p. 88). The first aim of that 
section is 'to encourage the participation in drama as a means ofliberating personal-
ity and of developing clear and confident expression' (Secondary Schools Board 
1961 b, p. 36). But, inexplicably, this lone honouring of Wyndham's exhortation 
entirely disappeared in the Forms I-IV Syllabus that was finished in November 
1962. 
• Form II-IV Syllabus of 1962 
In reconvening in August 1962 to prepare the Forms II to IV section of the syllabus, 
Bowra and his committee were faced with a new demand by the Board: the syllabus 
for these later years was to be prepared at two 'levels'-Advanced and Ordinary. 
Bowra suggested that, in addition, the committee should provide for a third level 
'for the better class of student not taking the Advanced course' (Secondary Schools 
Board 1962a, p. 20). Faced with a production deadline of 22 November, the com-
mittee rushed to complete its syllabus. Eventually, Bowra called upon his old friend 
and fellow member of the English Teachers Group, Frank Allsopp, English Master at 
Sydney Boys High School, to take a week's leave and join him to turn a draft 
approved by the Syllabus Committee into a final product which was approved by 
the Board-without amendment-on 14 December, 1962. 
By this time the Board had established new criteria. All syllabus committees 
for Forms II-IV had to segment their documents as follows.Advanced Level was to 
cater for the top quartile in ability. Ordinary Level was to cater for the 'middle' 50%: 
within this group, provision was to be made for 'Credit' level for those occupying 
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the second quartile of the whole ability range and 'Pass' for the next quartile of 
ability range (which was estimated to represent about 16% of the whole student 
population) (Wyndham 1962, p. 2). At the very bottom of the total school popula-
tion would be the 'Activity Group'-which would have its own separate curricu-
lum. 
The English Syllabus Committee reacted with consternation to these de-
mands to 'categorise' the curriculum according to such ability levels-especially in 
view of what the Wyndham Committee had decreed about such stratifications. Ul-
timately the Form I and Forms I-IV documents were incorporated within the one 
document. Despite the Wyndham directives, it remained a very long document. 
Curious pronouncements followed the committee's attempts to stratify the curricu-
lum according to levels. For example, the following directive was stipulated for 
Advanced and Credit students but not for Pass students:'the encouragement of clear 
and critical thinking about argument, exposition and persuasion' (Secondary Schools 
Board 1962b, p. 12). 
As was the case with the Form I Syllabus, arbitrary choices-some of which 
defied logical and linguistic sense-were made to satisfy these stratifications. So, the 
'introduction of the noun phrase' is to occur in the sentence construction of stu-
dents at Ordinary and Credit levels between Forms II and IV, whereas only Ad-
vanced students would attend to adverbial, adjectival and noun clauses (Secondary 
Schools Board 1962b, p. 16). But in some sections (e.g. the 'Language' section), 
teachers are urged to rely on their own judgment in classifying work according to 
levels. There is evidence of ambivalence within the committee about the role and 
importance students' detailed knowledge of grammar takes in achieving linguistic 
proficiency: yet the Syllabus for Forms II-IV added a massive amount of grammati-
cal detail to the already imposing quantum defined in the Form 1 document. More 
than three foolscap pages are devoted to defining the Latinate grammatical termi-
nology required to be assimilated at the Ordinary level. It was a vastly more com-
prehensive list than can be found in any other NSW secondary English syllabus this 
century. It contrasted dramatically with its successor, the 1971 Syllabus, which would 
prescribe 'no knowledge about grammar or structure' (Secondary Schools Board 
1971, p. 6). 
As with the Form 1 document, the Forms II-IV Syllabus on Literature moved 
teachers and students away from the comparative formalism of the 1953 document 
towards encouraging personal judgments about texts: 'pupils should be encouraged 
to express sincere judgments at all times' (Secondary Schools Board 1962b, p. 37). 
•The 1961-62 Junior Secondary English Syllabus: 
An overview 
The 1961-62 Syllabus for Form I and Forms II-IV had been prepared in great 
haste, and for a variety of reasons it lost the coherence and thematic unity of its 1953 
predecessor--being fragmented into five separate sections and then restratified ac-
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cording to the three levels of Advanced, Credit and Ordinary. Naturally, there were 
inconsistencies within and between sections. While the constructors of the 1953 
Syllabus had evinced a confidence about the quality and capacity of English teachers 
to deliver their product, Bowra and his colleagues had been vividly aware of the 
pressures upon teachers in overcrowded classrooms, and that too many of those 
teaching English were inadequately trained and unprepared for the kinds of respon-
sibilities which the Wyndham Scheme, if ideally implemented in the 'best of all 
possible worlds', would have demanded. At such a time of uncertainty during an era 
of great restructuring of secondary education, it is hardly surprising that the English 
syllabuses were filled with masses of detail and content. 
While the notable Australian authority on English curriculum, Ken Watson, 
has suggested that Bowra's syllabuses set back the development of English in NSW 
secondary education by a decade (Watson 1978, p. 19), it would be quite unfair to 
be too critical of Bowra and his colleagues. It was the NSW government which 
deserved censure. It was absurd that a syllabus committee of'volunteers', most of 
whom were teachers, should be asked to undertake within one month (for Form I) 
and three months (for Forms II-IV) syllabuses that were not only expected to take 
cognisance of a highly detailed report that had taken four years to compile and 
which had set out to revolutionise NSW secondary education, but also to take into 
account contemporary overseas developments in English curriculum which were 
moving towards a new paradigm. 
The writers of the 1953 Syllabus seem to have had their eyes focused princi-
pally upon the two years of postcompulsory schooling: a somewhat exclusive clien-
tele. As Wyndham had shown in his Report, of the school population for whom the 
1953 Syllabus had been written, nearly 50% of students who had commenced in 
First Year had left before the end of the Intermediate (Third) Year. His earlier, un-
published, report on the 1961 Leaving Certificate English examination had indi-
cated an even more massive drop-off between the Intermediate and Leaving Cer-
tificate years. But the 1961-62 Syllabus had to cater for a school population which, 
under the Wyndham Scheme, had to be assumed would persevere from First Form 
to Fourth Form. This was a profound change in the nature of the clientele faced by 
the framers ofBowra's syllabus. 
Perhaps the most significant feature of the 1961-62 formulation was that it 
contained its own built-in principles of self-destruction. It demonstrated just enough 
evidence of1 some more progressive conception of English curriculum to enable, 
and even encourage, a growing band of NSW English teachers and a few Sydney 
Teachers College lecturers to see its limitation-to realise that it did not go far 
enough. Later, once the Dartmouth influence made its impact upon NSW, the full 
inadequacies of this syllabus became apparent. The 1961-62 Syllabus acted as a 
catalyst to processes which would lead to a revision, indeed a quite dramatic refor-
mation, of the NSW English secondary school curriculum a decade later, in the 
1971 Forms I to IV Syllabus, written by a committee driven and inspired by the 
remarkable and visionary Inspector Graham Little, with the powerful support of the 
English Teachers Association of NSW (of which Little was President). 
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• The first HSC English Syllabus: 1965 
• Some general observations 
The formulation, implementation and evaluation of the first Higher School Certifi-
cate English Syllabus of 1965 was marked by controversy, dissent and struggles for 
power. 
The University of Sydney has exercised a dominating influence over the NSW 
secondary education curriculum throughout this century. Indeed, according to the 
1902 Knibbs-Turner Royal Commission into primary and secondary education in 
NSW, the only factor which up until that time had given unity to NSW secondary 
education had been a 'common endeavour to meet the requirements of the Public 
Examinations held by the University and the matriculation standards of that Uni-
versity' (cited in Wyndham 1961, p. 37). 
It would be the strong adherence of the University of Sydney, in collabora-
tion with the University of NSW, to what it considered to be its matriculation 
standards that would effect the most serious distortion to the 1965-and first-
Higher School Certificate Syllabus in English. The university sector seems to have 
been happy enough to forfeit control of the junior secondary curriculum through 
its greatly reduced membership of the Secondary Schools Board responsible for 
overseeing the Forms I-IV curriculum; but the University of Sydney enjoyed strong 
representation on the Board of Senior School Studies, and it is obvious that it was 
determined to retain the control, over the curriculum of the final years of secondary 
schooling, that it enjoyed throughout the century. 
The Knibbs-Turner Report led to a major reorganisation of NSW education 
and the appointment in 1905 of Peter Board as Director of Education. Fifty years 
later, Board's successor, Dr Wyndham, was to propound with great vigour one of 
the Board's central tenets-that the University's matriculation requirements should 
not overwhelmingly determine the education curriculum experienced by the ma-
jority of children in secondary schools. Board had only limited success, as did 
Wyndham: the battles continue to be fought today, thirty years after the appearance 
of the 1965 HSC Syllabus. Board had firmly challenged the 1911 view of the Uni-
versity's Senate that it was the 'highest authority in the state on matters of education' 
(cited in Crane &Walker 1957, p. 156). 
Chief Examiners in all subjects were university appointments, usually Profes-
sors. Until 1950, all papers in English had been marked by members of the English 
Department at the University of Sydney. Under Professor Mitchell's leadership, se-
lected school teachers were added over the years. But by 1960, there had been fifty-
one academics and only thirty-two school teacher markers of the Leaving Certifi-
cate English examinations. 
Although the universities did not have absolute majorities on the Board of 
Secondary School Studies and its syllabus committees, academics formed the largest 
power bloc and, with strategic alignments (for example, by caucusing with the non-
government schools' representatives prior to meetings) could-and according to 
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Wyndham's Director of Secondary Education, Bert Stephens, often did-form vot-
ing blocs (Stephens 1982). 
The Professorial Board at the University of Sydney viewed the Wyndham 
Scheme with grave distrust-even asserting that a move from five to six years of 
secondary education would lead to a decline in standards in the curriculum. As the 
experience of English was to show, this proved to be palpable nonsense. 
The Committee oflnquiry chaired by Wyndham had assumed that only 25% 
of students would proceed from Form IV to V and VI. Of these, Wyndham's com-
mittee assumed that fewer than 50% would proceed immediately to university. On 
both counts, the committee significantly underestimated the rate. Wyndham had 
wrongly assumed that employers would treat the School Certificate after Form IV 
as the equivalent of, if not actually superior to, the former Intermediate Certificate. 
But, by the end of the 1960s, credentialism was up and running. 
• Towards the formulation of the HSC English Syllabus 
Apart from the 1953 changes, the Leaving Certificate English curriculum had hardly 
changed since 1911. The issue that dominated public debate about a new 
postcompulsory English curriculum was the extent to which the study ofliterature 
should occupy a central place in the HSC curriculum for all students-English 
continued to be the sole compulsory subject. The attack on such a position was led 
by T. G. Hunter, Professor of Chemical Engineering at the University of Sydney. 
Alarmed at what he claimed to be the 'illiteracy' of so many of his students, 
Hunter insisted that the study of English literature should be excised from any 
compulsory HSC English subject-which should consist of practice in written and 
spoken composition, comprehension and language skills aimed at producing func-
tionally literate students. Hunter went public and provoked extensive public debate 
and very strong counter-attacks from within the English Teachers Association and 
the English Teachers Group. 
Prior to the establishment of a formal English Syllabus Committee, chaired 
by Professor Wilkes, an interim 'Subject Area-English Committee' had set out 
some broad parameters which included retention of literature within any compul-
sory subject-although the Chair, Professor G. H. Russell (who had succeeded 
Mitchell as McCaughey Professor of Early English Literature and Language), re-
corded his formal dissent, aligning himself with the Hunter position. 
At the Annual General Meeting of the English Teachers Association of New 
South Wales (with a membership then of around 400) in February, 1964, a motion 
was passed unanimously that demanded that literature must be studied by all stu-
dents in Fifth and Sixth Forms and which deplored any 'separation of Language 
from Literature'. 6 A similar motion had earlier been passed in September 1963 by 
the English Teachers Group. Both associations of English teachers insisted that there 
ought to be two, not three, levels of English offered in the HSC curriculum. 
But the Professorial Board at the University took a different tack. Its Chair, 
Professor WM. O'Neill, informed Wyndham that the University's matriculation 
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committee believed that there was much to be said against making English a com-
pulsory subject, because its substantial literary content 'was not within the range of 
all who may properly be admitted to a university' (Wyndham 1962). As failure in 
English automatically excluded students from matriculating, O'Neill argued that 
students who were very able in areas such as mathematics and science but who 
lacked literary flair ran the risk of not matriculating. The Matriculation Committee 
informed Wyndham, therefore, that it favoured a matriculation formula of five full 
subjects, plus one which 
would be meant to test students' abilities to express themselves and also to write with 
understanding both imaginative and discursive writing.This subject should be in our 
view separate and distinct from English at any of the three levels contemplated for that 
subject. 
(Wyndham 1962) 
The only prominent academic voice to oppose the Matriculation Commit-
tee's line in the vigorous media debate that followed was Professor Oliver of the 
English Department at the University of New South Wales: 'students cannot study 
English in the abstract-they have to comprehend or express something, and why 
not English literature' (Staff Correspondent 1964). 
Echoing some of the rhetoric of the 'Two Cultures' debate sparked by 
C. P. Snow, Oliver was adamant that future scientists and engineers ought to be 
introduced 'to the culture of (the) community, to the humanities. If they are not 
introduced to it through English they never will' (Staff Correspondent 1964). The 
President of the NSW Secondary Teachers Association and member of the Board of 
Senior School Studies, Miss B. White, declared that she and her teacher colleagues 
on the Board insisted that 'any senior schools course which did not include English 
literature would not be education at all' (Staff Correspondent 1964). 
The HSC English Syllabus Committee was dominated by academics: there 
were nine, including four Professors of English. There were eight members of either 
the ETA or the ETG. There was a majority in favour of retaining English literature 
within any HSC English course. There was a majority view that there should be 
only two, not three courses in HSC English as had been decided by the Board. But 
the Chair of the HSC English Syllabus Committee, Professor Wilkes, reported that 
the Board was resolute on this matter. 
Wyndham and the Board were looking to a Third Level English curriculum 
to provide the kind of course to be taken by those students who intended to pro-
ceed to university in order to undertake subjects and courses in 'non-literary' arenas, 
such as mathematics and science. While the Board's definition of three levels was 
based on the assumption that the vast majority of students proceeding to Forms V 
and VI would be of matriculable quality, there was also the acknowledgment that 
some HSC students would not proceed to university. 
The Board's definition of Second Level was perfectly clear: 
Second Level (is based) on the general assumption that all students taking this level in 
the senior years have attained a good knowledge of the content and competence i~ the 
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use of techniques at least at ordinary Level Credit standard in the subject at the School 
Certificate Examination, and further to design the syllabuses to cover a content and 
reach a standard that might be expected to be covered and reached by a pupil of the 
present Leaving certificate 'A' pass quality after 6 years of secondary schooling. 7 
As Professor Wilkes informed his colleagues, the Second Level English course 
was to be designed for students equivalent to those who gained an A pass in English at 
the Leaving Certificate. This had been approximately 27% of the total candidature. 
Only around 5% had attempted English Honours during the 1950s and 1960s-this 
would be the target figures for First Level. Thus, by implication, the Third Level 
course was to be designed for around 67% of the total HSC candidature. 
But the University of Sydney and University ofNSW adopted a matricula-
tion formula which was based on the erroneous assumption that HSC students-
not subjects-must be classified according to three levels.The HSC curriculum had 
been erected on a fundamental principle-that the vast majority of students were 
matriculable who should be given the flexibility of electing to undertake at First and 
Second Levels in the majority of subjects which later they would undertake at uni-
versity, and atThird Level a minority of subjects which they would not later pursue 
or in which they had comparatively lesser interest. This fundamental principle was 
thus dismantled by the matriculation formula imposed by the universities. 
Most battles between the HSC English Syllabus Committee and the Board of 
Senior School Studies were won by the former. It ignored the Board's directive that 
a First Level syllabus must not incorporate the Second Level curriculum: apart from 
the number of set texts and a few extra exhortations about quality in First Level, the 
two courses were identical. 
The HSC English Syllabus Committee took virtually no heed of the junior 
syllabus: the academics on the Committee were of the view that the HSC syllabus 
should have a top-down influence upon the Forms I-IV curriculum. Between 1964 
and 1976, there was never a joint meeting nor any official collaboration between 
the two committees. There was only one member of both committees. 
The HSC English Syllabus for First, Second and Third Levels was approved 
by the Board in May, 1965. There were some major innovations when compared 
with its 1953 predecessor. The whole approach to literature was transformed-
reflecting the new emphasis upon the 'Leavisite' approach to literary criticism, that 
swept into the corridors of the Department of English at the University of Sydney 
under Professor Goldberg, who had taken up his appointment to the Challis Chair 
of English Literature in early 1963. A member of the HSC Syllabus Committee 
chaired by a member of his Department, Professor Gerry Wilkes, Goldberg laid 
siege within his Department and within the HSC Syllabus Committee to what he 
saw to be the prevailing emphasis upon merely acquiring 'knowledge about' litera-
ture, its genres and forms. He insisted upon stressing students' direct engagement 
with the text and wrestling with the values enacted in literature. In particular, 
Goldberg objected to the kind of English curriculum produced, in his view, by the 
1953 Syllabus and the Leaving Certificate Examinations which demonstrated 'the 
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assumption that literary study is, at its most "advanced", a professionalism; and that 
one can be "objective" by merely presenting the "facts" and avoiding any interpre-
tation of them' (Goldberg 1965, p. 9). 
Goldberg, a strong but by no means uncritical disciple of F. R. Leavis, was 
the principal agent in introducing into the NSW English curriculum the 'Cam-
bridge School of English' approach to literary studies. Meanwhile, members of the 
English staff at the Sydney Teachers College-which was also well-represented on 
the HSC English Syllabus committee-were heading in a similar theoretical direc-
tion, under the leadership of Stuart Lee. But the impetus here was more from the 
American 'New Criticism' influence. In an address to his Diploma in Education 
students, Lee caught well what would become the spirit of the 1965 Syllabus' ap-
proach to literary education in schools: 
What are we teaching? Surely sensitivity and discrimination; the capacity to respond 
freshly, honestly, sensibly, feelingly, relevantly to texts ofliterary quality ... Most of all 
of course, we want (students) responding to the words on the page themselves ... not 
submissive uncritical, literal minds experiencing the work at second hand as it comes 
to them filtered through the integrating mind of the teacher and the crib. 
(Lee 1965, p. 17) 
Wilkes agreed with this emphasis and later vigorously championed it when 
assisting teachers to understand and teach the new syllabus. The formulation of the 
literature components of all three courses was agreed upon with little dissent within 
the Syllabus Committee. 
The same cannot be said, however, about the language study component of 
the new courses. Goldberg, newly appointed Head of a Department in which about 
one-third ofits members belonged to the English language sub-department (headed 
by the resident holder of the Mccaughey Chair of Early English Literature and 
Language), vigorously propounded the view that the academic pursuits of such 
'linguists' were of but dubious relevance to the proper study of English, in either 
university departments of English or the English curriculum for schools.Within the 
Syllabus Committee, therefore, he led the attack on curriculum proposals emanat-
ing from his 'Language' colleagues within his own department. Goldberg succeeded 
in having language studies entirely deleted from the Third Level course and in hav-
ing their content and influence curbed within the First and Second Level courses. 
Thus, while the academic study of the English language entered the school curricu-
lum for the first time in the 1965 Syllabus, it would eventually disappear in 1976, 
after a decade of controversy, to be resurrected as a one-unit possible option for 
Three Unit (formerly known as First Level) students in the 1980s. 
• The HSC English Curriculum: Clearly more demanding than 
its 1953 predecessor 
All three courses made clearly superior demands of students and teachers, in both 
quality and quantity, in comparison with the 1953 Syllabus. 
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The Third Level course, designed for those who had no ambitions to study 
English beyond Form VI, was an integrated course in reading, writing, listening and 
speaking, and included the object of having students respond 'to good literature 
within the range of their competence' (Board of Senior School Studies 1965, p. 1). 
Students are encouraged to respond personally, honestly and intelligently to 
the text as a whole, rather than providing a detailed analysis of formal literary fea-
tures. The 'treatment envisaged is ... one of careful reading and thoughtful interpre-
tation and evaluation rather than of exhaustive analysis' (Board of Senior School 
Studies 1965, p. 1). The syllabus is also free of any advocacy of a 'literary taste' 
model, as evinced by the 1953 Syllabus. The Third Level Syllabus eschews any pres-
sures upon students to conform in their responses to literature to 'some supposedly 
orthodox pattern' (Board of Senior School Studies 1965, p. 1). As in the First and 
Second Level courses, teachers and students are directed to steer away from any 
assumptions that there is an orthodox 'rightness' or 'wrongness' of response which 
must then be regurgitated in examinations. 
The 1953 Syllabus had specifically directed that written responses to litera-
ture should be limited to the form of students' writing short answers to direct and 
specific questions asked by the teacher. 
The first HSC curriculum, in Third Level-and, par excellence, First and Sec-
ond Levels-embodied a profound belief in the capacity of Form V and VI students 
to be sensitive and informed readers ofliterary texts. 
For the first time this century, the study of poetry became compulsory for all 
students in postcompulsory education in NSW high schools. There is an emphasis 
in theThird Level Syllabus upon the reading of Australian and contemporary poetry. 
The range of texts from which students and teachers had to choose was both broader 
and more challenging than had been the case for the Pass Leaving Certificate English 
students. 
While there are directives about 'comprehension' and 'expression', as in the 
1953 Syllabus, the principle of coherence throughout is not that of its predecessor 
(which had been the comprehension and expression of thought) but, rather, the 
honest, sensitive and articulated response to meaning-whether the contexts be 
literary or otherwise. 
Students at Third Level had to read and study seven works of literature-
substantially more than had been required of Leaving Certificate 'Pass' students. In 
quality, the ~exts were demanding. 
The Second Level course was intended to be taken by those intending to 
pursue later studies in English or, at least, the humanities generally. The emphasis is 
much more upon the literary-critical issues than forThird Level. Throughout, there 
is an emphasis upon students' grasping and responding to each individual literary 
work, rather than seeing works merely as exemplars of any overarching theories or 
academically established genres. Any acquaintance with literary genres or historical 
periods 'should be (merely) a by-product of (the) specific literary works' (Board of 
Senior School Studies 1965, p. 5). 
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In addition to what has already been said about the need for Third Level 
students to respond honestly, personally and intelligently to texts, there is, in both 
the First and Second Level courses, that typically Leavisite emphasis upon the devel-
opment of a sensitive sense of critical judgment. Students must be able to distinguish 
between 'a trivial work however "effective", however successful in doing what the 
author "intended"' and one meaningful in its capacity to enlarge and vivify his [sic] 
experience' (Board of Senior School Studies 1965, p. 7). 
The syllabus is redolent of terms very familiar to university students who 
studied English under the influence of Goldberg and his 'Leavisite' colleagues. 
S. J. Ball, a prominent British historian of the development of English studies, has 
shown how the conception of English developed by the 'Cambridge School of 
English' had subsumed and expanded upon Newbolt English (both having their 
intellectual roots in Arnoldian thought) and had been propagated throughout the 
secondary school system from the 1940s by English teachers who had been directly 
or indirectly influenced by F. R. Leavis and his followers (see Ball 1982, pp. 18-21). 
Students in the 1965 HSC courses are 'to come to see that the way something 
is expressed ultimately determines what is being said'8 (Board of Senior School Studies 
1965, p. 7). The word 'central' is given the prominence it acquired frequently in 
Leavisite discourse. Students are to treat plays as texts for dramatic enactment-not 
merely as if they were novels or poems. The syllabus, at all levels, is at pains to insist 
upon an emphasis on the student's own response to individual literary works, based 
upon the student's own experience of the work, and to discourage students and 
teachers from merely repeating 'acceptable' views about the literature. The student's 
response should not be just an unsubstantiated assertion of opinion, nor should it 
consist of a focus upon technical features such as metre or alliteration, or rely upon 
a mere 'information about' approach to literary studies (Board of Senior School 
Studies 1965, p. 5). 
The first part of the Language section of the Third Level course concentrated 
upon developing students' skills in expression and comprehension. In addition, stu-
dents had to acquire 'some knowledge of the growth, structure, and vocabulary of 
the English language' (Board of Senior School Studies 1965, p. 9). This section 
drew upon the work of linguists since Fries' seminal work of 1952, such as Gurrey, 
Hayakawa, Potter, and Quirk. 
But all three courses entirely ignored creative or imaginative writing-the 
HSC English curriculum was impervious to the new emphases emerging, especially 
in the UK and through the conduit of the English Teachers Association of NSW, 
and which would find comprehensive expression at Dartmouth a year after this 
syllabus was completed. For the authors of the HSC English curriculum, written 
composition was to be entirely a discursive activity. 
The content of the Language components of the First and Second Level 
courses drew very heavily, almost exclusively, upon the First Year English Language 
course at the University of Sydney and as treated in textbooks such as Baugh's 
monumental History of the English Language. The sheer bulk and novelty of this 
language study innovation was to alarm large numbers of teachers ( exceP.t recent 
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graduates in English from the University of Sydney). Over the two years of the 
HSC course First Level, students had to study three more Language topics dealing 
with 'knowledge of the growth and structure of the English language' (Board of 
Senior School Studies 1965, p. 9) than the five stipulated for Second Level. 
The First Level course included everything set out in the Second Level 
course-but went even further in quantity and quality. Second Level students had 
to study three novels, three plays (including a compulsory Shakespearean text), and 
the works of three poets. First Level students had to study at least twelve literary 
works: four poets, four novels, two Shakespearean plays and two other plays. While 
conceived of as equivalent to the Leaving Certificate Honours course, the HSC 
First Level course was vastly more comprehensive and intensive than its Leaving 
Certificate predecessor had been. 
Major works of the following authors exemplify the quality ofliterary texts 
studied at First and Second Levels: Chaucer, Shakespeare, Donne, Pope, Hopkins, 
Eliot, Wright, Hardy, Lawrence, Greene, Carey, Shaw, Miller, Osborne. Indeed, 
every single work set out in First and Second Level reading lists of the 1965 HSC 
English Syllabus could be found in the undergraduate English courses at the Uni-
versity of Sydney between 1964 and 1966. 
• Major distortion of the HSC English curriculum 
But the whole nature of the HSC English curriculum was to be profoundly dis-
torted by the joint matriculation decision taken by the University of Sydney and the 
University of New South Wales-one that was bitterly, though eventually unsuc-
cessfully, opposed by Wyndham, who was a member of the Senate of the University 
of Sydney. Both senior universities had from the start imposed their own erroneous 
'level' grid upon students and courses. Now, they decided that a student who gained 
two Third Level passes would not matriculate-manifestly, this represented a major 
raising of matriculation standards when compared with the Leaving Certificate regi-
men, and constituted a complete repudiation ofWyndham's definition of Levels and 
the whole nature of the HSC candidacy. 
The impact upon the English curriculum was profound. It must be empha-
sised here that every student had to study one course in English, and gain a pass in 
English at one level. Thus English was the only compulsory subject. Under Board 
regulations, lt student presenting at one level could be awarded a conceded result at 
a lower level if their examination performance was unsatisfactory. So, for example, 
students presenting at First Level could end up with a pass at Second, or even Third, 
Level through, say, a poor performance in one or two examination answers. Simi-
larly, a student presenting for Second Level could be awarded a conceded Third 
Level pass. So, any student with any aspirations for matriculating to university would 
severely jeopardise his or her chances by enrolling in Third Level English. 
Consequently, the very students for whom Third Level English had been 
principally designed, those matriculable candidates whose interests and/ or academic 
future lay in subjects other than English, and who had enrolled in First or Second 
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Levels courses in other subjects and Third Level in one other subject, were virtually 
forced to enrol in the far more 'literary' Second Level English course in very large 
numbers. There were some schools which presented literally no students at all for 
the first HSC Third Level English course in 196 7. 
Over subsequent decades, modifications to the marking schemes in an at-
tempt to entice students back to Third Level, the move from 'Levels' to 'Units' in 
course descriptions, and the adoption of various scaling manoeuvres, have never 
fully succeeded in repairing the damage inflicted upon the HSC English curricu-
lum by the decision of the universities in 1965. 
• The story since 1965-at a glance 
Although the period since 1965 lies beyond the scope of this chapter, some simpli-
fied observations can be made.A further chapter, of at least double the length of this 
one, would be necessary to do justice to the story of the history of these contents 
and their relationship to significant forces and issues in the period 1965 to 1995. 
• The HSC English Curriculum 
Apart from the virtual disappearance of Language studies in a 1975 minor revision 
of the syllabus, no significant structural change to the HSC English curriculum 
occurred until the mid 1980s. By then, increasing numbers of students were pro-
ceeding to Years 11 and 12 (formerly Forms V and VI) with little or no aspiration or 
even ability to succeed in university studies-their general literacy performance 
undermined, not only their attempts to pursue the 2 Unit General (formerly'Third 
Level') English course successfully, but most of the other 'humanities' subjects too. 
Furthermore, increasing numbers of students who had, until comparatively recently, 
not been speakers, listeners, readers and writers of the English language were now 
presenting for the HSC and often doing very well in the mathematical and scientific 
subjects. 
Faced with these significant changes to the candidature envisaged by Wyndham, 
in the early to mid 1980s the English Syllabus Committee sought to construct a 
new course that would address the needs of both these groups of students. The 
Board allowed the Committee to construct only one new course, which became 
known as '2 Unit Contemporary'. Texts did not have to be read in their entirety-
but merely used as a resource to assist students to improve the quality of their writ-
ten, spoken, aural, and reading 'literacy'. The basis was a thematic approach to texts. 
In the 2 Unit Contemporary Syllabus submitted to the Board of Senior School 
Studies, the HSC English Syllabus Committee unambiguously stipulated that the 
course was designed only for the two kinds of candidates described above: those 
with serious literacy difficulties, and those who could genuinely be described as 
ESL students. Furthermore, the Committee insisted that with such students and for 
such a course, the class size should never exceed twelve. 
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All of these caveats were deleted by the Board, apparently on the grounds that 
a Board syllabus could not dictate the nature of a course's candidacy to school prin-
cipals. The 2 Unit Contemporary English course was given parity of status with the 
2 Unit General English course. 
As a member of the HSC Syllabus Committee almost continuously from 
1970 to 1989, I publicly condemned this decision at the time and warned that the 2 
Unit Contemporary course would end up becoming the English course taken by 
the majority of students, to the severe detriment of the 2 Unit General course, 
which had been designed by the Committee as the subject for the majority ofHSC 
students, as well as-more indirectly-to the other English courses. 
A decade later, this exactly describes what has happened. Vast numbers of 
students have opted for the easiest of the three 2 Unit courses. For, despite all the 
public and sometimes strident assertions to the contrary by the proponents of the 
claim that 2 Unit Contemporary is equal in difficulty with 2 Unit General, it is 
manifestly not so. 
To encourage more students to take 3 Unit English, two of the three units 
taken by these students are marked 'against' the 2 Unit candidacy. Both the 2 Unit 
and the 2 Unit General courses have declined in enrolments, as those in 2 Unit 
Contemporary have increased. At the time of writing, the NSW Government and 
the Board of Studies were assessing a revision of the HSC English Syllabus, under-
taken by a committee chaired by Professor Emeritus Jillian Maling, which repre-
sents the most substantial reconstruction of the senior school English curriculum 
since 1965. 
• The Junior Secondary English Curriculum 
The 1961-62 Junior Secondary English Curriculum underwent a profound trans-
formation with the publication of the 1971 Syllabus, produced by a committee 
chaired by Inspector Graham Little. The later 1987 revision further developed the 
innovations pioneered by Little's committee. The intellectual roots of both sylla-
buses are to be found in the developments which flowed from the so-called 'New 
English', for which the Dartmouth Conference of 1966 and John Dixon's Growth 
Through English (1975 (1967)) were seminal influences. 
• Retrospect-and prospect 
The purpose of this chapter has not been to assert or defend broad historical gener-
alisations but, rather, to describe a snapshot or offer a cross section of a much broader 
scene. Or, to mix the metaphor, I have attempted to describe a few thoroughly 
examined pieces within a broader mosaic yet to be constructed. It is only through 
telling such stories and observing such details that any comprehensive and valid 
historical analysis can eventually be written. 
I hope that those of us who share this passion for discovering and telling the 
stories of such 'contents', and 'their relationship' to the forces which shaped them, 
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will be able to arrange our snapshots into an album which will do justice to the rich 
and fascinating history of the development of the secondary English curriculum in 
Australia throughout the twentieth century. 
Any such history would have to take account of the various issues, themes 
and forces that emerge from a detailed account of this fifteen-year period of NSW 
English curriculum construction. 
For example, virtually all the power players were male: the names of only two 
women appear in the 1950-1965 story in the preceding pages. The construction of 
the 1953 English Syllabus produces a mixed message. On the one hand, that syllabus 
represents a remarkably liberal initiative, with a group of schoolteachers construct-
ing an entire secondary school English curriculum for the first time in NSW his-
tory. Yet female English teachers were entirely excluded from membership of the 
'gentlemen's club' which constructed the document over an extended period of 
time from 1949. Incidentally, it would be the reaction to this gender exclusion by a 
most remarkable lecturer at the Sydney Teachers College, Phyllis Kittson, and her 
colleague Jack Britton, that later led to the formation of the English Teachers Asso-
ciation of NSW and the renaissance of English curriculum theory and practice 
which found expression in the 1971 English Syllabus for Forms I to IV. 
The period presents us with the interesting spectacle, during the 1960s, of a 
pair of 'intellectual-bureaucrats', Wyndham and Stephens, championing education-
ally progressive reforms while being opposed by more reactionary educational forces 
represented by some of the 'bureaucrat-intellectuals' of the two universities in Syd-
ney. It is notable that those with power and influence within both the English 
Syllabus Committee and the Board of Secondary School Studies earlier in the late 
1940s and very early 1950s had lacked the kind of intellectual prescience that had 
led Wyndham to expose the entirely fallacious premises upon which the decisions to 
impose a new Leaving Certificate Examination and to produce a new English Syl-
labus in 1953 had been based. 
Even within this short fifteen-year period, we can see the weakening of the 
'tyranny of distance' factor. It took thirty-two years for Newbolt English to find 
expression in the NSW curriculum in 1953. It did not take quite so long for the 
Leavisite and New Criticism literary-critical emphases to find expression in the 
1965 HSC English Syllabus. Going beyond the 1965 limit of this chapter, it should 
be noted that it would take only five years for the 'New English' of the Dartmouth 
Conference to be incarnated in the 1971 Syllabus. Two decades later, Australia is at 
the forefront of international developments in English (and/ or Language Arts) cur-
riculum policy. 
A crucial factor in this story-as it has been throughout this century-is the 
power and influence of the University of Sydney (in collaboration with the Univer-
sity ofNSW in the latter half of this story), through the roles played by its members 
on the various Boards and their English Syllabus Committees, and by means of the 
various strategic alliances which these influential people formed with others on 
such bodies. 
It is hard, furthermore, to exaggerate the importance of the roles p~ayed by 
key individuals in this story: Waldock, Mitchell, Hone, Price, Stephens, Wyndham, 
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O'Neill, Goldberg, Lee, Bowra and Wilkes-all exercised very considerable power 
and influence, to varying degrees and within a range of contexts. 
The role that explicit knowledge of grammar should or does play in the 
acquisition and enhancement of English literacy has been a contentious issue through-
out the whole history of English teaching. One recalls, for example, Matthew Arnold's 
nineteenth-century inspectorial reports wherein he expressed his dismay at finding 
young men whose knowledge of grammar is surprising (who) often cannot paraphrase 
a plain passage of prose or poetry without totally misapprehending it, or write half a 
page of composition on any subject without falling into gross blunder of taste or 
expression. 
(cited in Smith & Summerfield 1969, p. 233) 
Similar cries echoed around Australia in reports written by Arnold's Austral-
ian inspectorial counterparts. The 1911 NSW English Syllabus had reflected the 
ethos of its times wherein the links between explicit grammatical knowledge and 
literacy performance had been weakened. The 1944 Syllabus had insisted upon 
strengthening that nexus. The 1953 Syllabus reflected an ambivalence about the 
issue. The 1961-62 Syllabus' ambivalence was reflected in its insistence upon a mas-
sive taxonomy of grammatical terms to be mastered, while at the same time arguing 
for a 'functional' approach to using grammatical knowledge in teaching and learn-
ing, which was supposed to eschew 'prescriptive' approaches and advocate 'descrip-
tive' approaches to the relationship between knowledge about grammar and func-
tional literacy. Later, the 1971 Syllabus would return to the spirit of the 1911 docu-
ment-yet go well beyond its sixty-year-old predecessor-in rejecting any necessity 
for the kind of mastery of grammatical terminology and rules detailed by the 1961-
62 Syllabus. These debates have continued throughout the subsequent decades, with 
the Genre/Systemic Linguistics/'Functional Grammar' controversy being but the 
most recent example. 
The study ofliterature remained of central importance in the three syllabuses 
to appear between 1953 and 1965. The 1953 curriculum is firmly of the Arnoldian 
tradition and demonstrates Dixon's cultural heritage model. Australian literature 
had virtually no place within its boundaries as far as the final years of schooling were 
concerned. Neither it nor its 1961-62 successor placed any emphasis upon the 
importance of a student's critical response to texts. But the 1965 HSC Syllabus 
profoundly ~ransformed that paradigm, drawing upon the Leavisite and New Criti-
cism movements. Nonetheless, in all three formulations, the literary canon is privi-
leged over any other kinds of texts. Media and other visual texts played no signifi-
cant roles within the NSW English curriculum until 1971. 
But one issue unites all three syllabuses. Perhaps as strongly as Arnold, N ewbolt, 
Sampson and other major figures before them, those who framed the English cur-
riculum in New South Wales between 1950 and 1965 held an indefatigable belief in 
the centrality-indeed, the primacy-of the subject English within the secondary 
school curriculum. This view was backed by the system itself. For example, a stu-
dent who failed English at the Leaving Certificate or Higher School Certificate 
examinations was deemed to have faiied the whole final year process and was denied 
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the relevant Certificate: this was true for no other school subject. Although the 
curriculum picture is more complex today, English retains its position of great strength 
within the NSW secondary school curriculum. And there is nothing about the 
range of alternatives to the status quo currently being mooted within NSW educa-
tional circles to suggest that the subject English will do other than continue to 
occupy a central, indeed prime, position within the secondary school curriculum of 
that State. 
•Notes 
It must be pointed out that the filing system used by the clerical staff of the State Archives of 
NSW where these Minutes are now located, has meant that pages were numbered in reverse 
order.The Minutes also record Mitchell as stating that the Norwood Report was published in 
1943. In fact it appeared in 1941. 
2 Originally and most comprehensively in Brock (1984). 
3 This is Recommendation 8 of the Newbolt Report (The Teaching of English in England). 
4 This is Shayer's accurate assessment of the Newbolt Report's approach to composition. 
5 Wyndham's report was included in the NSW Board of Secondary School Studies, 'Minutes of 
Meeting' November 1952, pp. 595-607. 
6 The full wording of the recommendation was as follows: 
'The English Teachers Association of New South Wales strongly urge that Literature be studied 
by all pupils in Forms V and VI. We feel that this study should note be at one level for all pupils, 
we are firmly convinced that it is an essential part of Secondary Education at this stage in the 
maturity of pupils.We would also deplore the separation of Language (Expressions) from 
Literature since we feel that they are integrated studies and Expression alone is not effective 
when taught in isolation' (English Teachers Association ofNSW 1964, p. 2). 
7 Professor Wilkes cited this exact definition given to him as Chairman of the HSC English 
Syllabus Committee by the Board of Senior School Studies (Wilkes 1965, p. 8). 
8 See Goldberg (1965, p. 87). 
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Chapter 3 
The English curriculum and social class: 
Senior secondary English curriculum in 
Victoria 1941-1993 
Chris Reynolds1 
•The problem with English 
Given the rapid rate of change in the content, forms and processes of the English 
curriculum during the last two decades, especially compared with the stability of 
previous years, some argue that there is a crisis in English studies. Whether' crisis' is 
or is not the appropriate term is not, however, as relevant as the need to understand 
the dynamics of the change and conflict we find. 
Not long ago, for example, the Vice-Chancellor of the second-oldest univer-
sity in Victoria was reported as saying there was a 'watering-down of the standards of 
English' in the new two-year VCE which, he said, appeared to be 'softer' than the 
HSC English course (Age 1990). 
Public debate on education since the Second World War has frequently fo-
cused on the issue of' standards'. Inevitably, this gives rise to questions of control of 
curriculum content, the shape of the pedagogies employed, and the forms of assess-
ment adopted. For example, who should determine what is 'hard' and what is 'soft', 
and how 'standards' are determined, and in whose interests? What teaching methods 
are appropriate to which groups? Should assessment be largely for formative, or for 
summative monitoring and selection purposes? In English curriculum finally, what 
do we make of the assertion that 'schooling is concerned not with developing natu-
ral aptitude, but with the diffusion of norms which institute different patterns of 
cultural diff~rentiation' (Donald 1985, p. 245)? 
In this chapter, I investigate ways of describing and critiquing the 'forms of 
power and knowledge deployed in schools, the symbolic categories in the curricu-
lum, the ordering of subjectivity in relation to both of these' (Donald 1985, p. 246). 
In particular, I consider ways in which work on curriculum history, especially the 
use of curriculum paradigms and the notion of settlements, can contribute to our 
understanding of how the English curriculum has been implicated in class forma-
tion. That is, how student social class background has interacted with school knowl-
edge, in this case with senior secondary English in Victoria since the Second World 
War. 
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•Senior secondary curriculum in Victoria since WWII 
Since WWII, an increase in the proportion of the age cohort remaining to Year 12 
has necessitated movement from elitist to mass forms of curriculum provision (Ainley 
et al. 1984), and has seen senior secondary English in Victoria become a highly 
contested site for the range of competing interests operating in Australian society. 
One indication of this has been the increasingly frequent reviews of senior 
secondary English curriculum.At the same time, since 1977 ,2 new accrediting agencies 
have succeeded each other at regular intervals, each with a fresh mandate to manage 
change and conflict in the final years of secondary schooling. 3 
In the longer perspective, from 1854 to 1959 the senior secondary curricu-
lum was administered largely through the agency of the University of Melbourne, 
during that period the only university in the state. For some years after WWII, the 
senior secondary English curriculum in Victoria, as in many other Australian states, 
had served the needs of only a minority of the age cohort and reflected, almost 
exclusively, the matriculation requirements of the University of Melbourne. 
• Table of key events 
The following table should be read concurrently with this section of the chapter 
and the subsequent discussion, which includes references to key historical events. 
• Victorian Senior Secondary English Curriculum: Table of Key Events 
Date Event Settlements 
1854 University of Melbourne founded 
1941-42 Extract 1 
1963 Victorian Universities School Examinations Board 
(VUSEB) established 
1976 Victorian Institute of Education (VISE) 
established 
1981 New HSC fully introduced 
1983 Labor Government in office 
1985 Blackburn Re ort handed down 
1986 Victorian Curriculum and Assessment Board 
(VCAB) established 
1986 Extract 2 
1991 New Victorian Certificate of Education (VCE) 
fully introduced 
1989 Extract 3 
1993 Liberal Government in office 
Board of Studies (BOS) established 
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During the late 1960s and early 1970s, a number of other tertiary institutions 
were established, creating a range of new stakeholders. One effect was to exercise 
some constraint on the hitherto unchallenged dominance of the single university 
and to open up debates about preferred options for curriculum and assessment in 
the senior secondary years. However, the major factor, associated with changes in 
the Australian economy, was a significant increase during the late 1970s in the pro-
portion of the age cohort completing a full twelve years of schooling. This in turn 
related to a proportionate increase in the white-collar workforce and a decline in 
the proportion of workers required in manufacturing and other manual occupa-
tions. 
With the establishment of a second university, Monash, the Victorian Uni-
versities Schools Examinations Board (VUSEB) was set up (see Musgrave 1988). 
Later, two more universities were established and, most recently, following the 
'Dawkins reforms', an array of other tertiary institutions and the system ofTAFE 
colleges have also become parties in the tertiary selection process. This increase, in 
the number of those with a stake in the outcomes of senior secondary education, 
has in itself contributed to an increase in the complexity of the transition from 
school to tertiary study-a theme which has run through senior secondary curricu-
lum during the whole postwar period. 
The growing complexity in the politics of control was associated with the 
canvassing of arguments to increase curriculum validity by extending the range of 
learning activities to be assessed. What was really under way, I argue, was a class-
related struggle to define the subjectivity of each new cohort of young people. 
An indication of this was the way arguments were taken up vigorously by 
teacher activists, particularly those representing the Victorian Secondary Teachers 
Association (VSTA) or who were sympathetic to its policies. These activists also 
adopted positions more broadly related to democratic curriculum and cultural 
inclusiveness (see, for example, Freeman 1982; Hannan & Spinoso 1982). 
• Senior secondary English 
In the field of English, the professional association, the Victorian Association for the 
Teaching of English (VATE) and, at a greater distance, the national body, AATE, 
from the 1970s increasingly became vehicles through which specific new ideas about 
English ped~gogy emerged or were reframed within the Victorian context. The 
turbulence in English studies, a common and compulsory study in Victoria, can 
therefore be traced to underlying conflicts and, in particular, to conflicts associated 
with class interest.4 
An examination of the hi.story of the subject English from its beginnings (see 
Ball et al. 1982, 1990), when it was greatly overshadowed by the teaching of the 
Classics, to more recent years, when it has frequently been the arena for political 
debate and the site for less overt struggles for control, reveals this quite clearly. I 
argue that the notion of a monolithic, unitary English (both in content and peda-
gogy) is illusory. There is ample evidence for this both on the public record and 
from within the history of the subject discipline itself. 
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At various times English has served as a vehicle for reaffirming national iden-
tity (for example, the argument about including Australian texts, or the emphasis on 
ensuring that the best ofEnglish literature be studied), for ensuring that all members 
of society are linked with the ideological processes of the state (that is, where texts, 
practices and forms of assessment engender conformity to particular attitudes and 
values); and, more narrowly but simultaneously, as a means of skilling the workforce 
to levels thought to be required by the economy and the labour market (as in skill-
based programs in Technical and Further Education). At the same time, it has been 
an arena for conflicts, both within the profession and in more public contexts (McLeod 
1990). 
To explore these conflicts and the ways they manifest themselves in the Eng-
lish curriculum, I propose to examine three texts, each taken from a different pe-
riod, and each reflecting some significant view of the nature of English characteris-
tic of the period in which it was created. While each text has been extracted from 
material intended to be read by teachers, the authors nonetheless make different 
assumptions about readership, both in terms of the substantive arguments presented 
or implied and in matters about which they remain silent. It is the significance of 
these differences which is pertinent to the purpose here. 
• Indicative texts: 1942, 1986, 1989 
Extract 1 is taken from the 'Report on the Examination for the Intermediate Eng-
lish Course 1941/2' (University of Melbourne 1940). The Intermediate course re-
quired students to undertake studies in 'the leading rules of syntax analysis of sen-
tences into clauses'. The course also included 'the writing of essays' and 'the correc-
tion of sentences'. A third element was 
the interpretation of prose and verse including some Australian verse. A knowledge of 
the commoner verse forms and of the incidence of stress, and of the simpler devices of 
style, Figures of Speech. An historical novel and one of the following plays of Shake-
speare; As You Like It; The Merchant of Venice; Twelfth Night; Henry V; Tempest. 
(University of Melbourne 1940, p. 78) 
Examiners observed that, for the previous year, 
many papers suffered from the writer's habit of glancing hurriedly at the printed ques-
tion and reading their own meaning into it. Numerous essays under the title of'The 
House We Live In' were descriptions, not of a house, but of life in Australia, or of the 
occupations and interests of a particular family ... The object of the examiners in 
selecting essay-topics was to choose subjects sufficiently varied to test the abilities of 
students differing widely in their interests. Thus, as against' A dream visit to bookland' 
for the imaginative, there was 'The Machine that interests me most' for the practical-
rninded and observant. Many of the essays on Bookland revealed wide reading and 
genuine appreciation.The best of those on the machinery were notable for the impres-
sive knowledge of machinery shown by the writers. From those who wrote on 'Great 
Store on a Friday evening' and 'The House We Live In' the examiners hoped for 
faithful reporting of the things of everyday. This hope was not always realised. In.the 
typical answer on the first subject the writer, after picturing a store with its crowd of 
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shoppers and its well-trained staff, deserted realism to introduce a fire, a robbery or a 
violent quarrel between bargain-seekers.This suggests that there is room in the English 
work in schools for training in the accurate and convincing recording of the common-
place. 
(University of Melbourne 1940, p. 358) 
Extract 2 comes from the Report of Examiners for the Essay in the 1986 
Group 1 Examination (Victorian Institute of Secondary Education 1985-86). The 
Group 1 English course differed from other centrally accredited Year 12 courses 
mainly in the mode of its assessment. Because it employed predominantly external 
assessment and results were reported on a 0-100 scale, the Group 1 English course 
was the course most commonly used for tertiary selection as well as being preferred 
by the greatest number of students and tertiary selectors. Nonetheless, during the 
period 1982-1988, increases in candidate numbers in the Year 12 program overall 
were disproportionately large in Group 2, the wholly school-assessed subjects.These 
subjects were alternatives to the Group 1 course, with any one of them fulfilling the 
requirement for English within the postcompulsory credential, the Higher School 
Certificate. 
This extract takes the form of advice to teachers from the examiners based on 
their view of student performance in the 1986 examinations: 
Students need strong guidance and help in the development of writing skills, of tech-
nique and of a sense oflanguage and its potential. 
This part of the course must be actively taught. Many students display a sad naivety in 
their handling of tasks. They appear not to know what to do with topics, ideas and 
language. There is potential here for extension of the writing part of the syllabus. 
Students need to read widely and talk and write about that reading. Much analysis, 
discussion and commentary can be undertaken using sample pieces of writing. 
Students' own writing needs analysis, revision, editing and re-writing. The sense of 
developing excellence and polish on one's own product is of great value to the stu-
dent's self-image as a writer. 
Provide experiences which offer access to a wide range of ideas, viewpoints, and argu-
ments so that the student becomes well read in current issues and matters of general 
interest. This may help to build an overall awareness and stockpile of ideas and help 
students to avoid glibness and oversimplification. It has the potential to develop a 
greater awareness of how good writing operates and a clearer sense oflanguage, spell-
ing, punctuation and the boundless nuances of language. 
A diary or personal journal may assist the students to become more reflective and to 
develop those powers as the year goes on. Discussion and guidance based on this is a 
rich area of interest for teaching. 
Include technical knowledge of language such as syntax and punctuation in the stu-
dent's program. A study of style, the effects of audience and purpose on language and 
an understanding oflogic and argument is also essential. These aspects oflanguage are 
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successfully taught in meaningful contexts, rather than in isolation, by critical evalua-
tion of students' work (by both teacher and student), and by close study of other 
language models. 
Encourage an interest in words, their connotative as well their denotative meanings, 
include some reading and writing of poetry in classes: there is no better way to develop 
sensitivity to language. 
Such approaches are not, of course to be restricted to the twelfth year, and it might be 
hoped that many of these suggestions will be the logical extension of the whole sec-
ondary English teaching process. 
(Victorian Institute of Secondary Education 1985-86, p. 125) 
Extract 3 has been taken from the advice given to teachers by a project team 
working on the newVCEYear 11/12 four-semester-unit, two-year course, for which 
the curriculum was built on the concept of completing work requirements (Victo-
rian Curriculum and Assessment Board 1988) at Year 11, with the addition of spe-
cific tasks to be completed at Year 12. In other words, students are to be awarded a 
unit for satisfactorily completing all unit work requirements. Work requirements 
themselves describe very simply, in some generic fashion, the task or work the 
student is to complete. In this example, the requirement is to prepare a folio of 
writing about which the following extract provides regulatory detail: 
2 Writing Folio 
Purpose 
To assist students to 
extend their confidence and competence in writing for a range of different 
purposes and audiences in a variety of forms 
develop expertise in writing forms which particularly interest them 
develop their understanding of the features of effective writing 
Description 
Students should prepare a folio of five pieces of finished writing produced progres-
sively through Units 3 and 4 (Year 12). It should include 
one piece of writing for personal or imaginative purposes; for example, personal 
narrative or autobiography, short story, poetry 
one piece of writing for instrumental or instructional purposes; for example, a 
set of instructions, an account of a process, a letter requesting or supplying 
information 
one piece of writing for argumentative or persuasive purposes; for example, a 
letter to the editor, an argumentative essay, a submission 
two pieces in a form or forms to be decided upon by the student in consulta-
tion with the teacher. This offers students the opportunity to specialise in 
writing forms which specially interest them 
at least two pieces written for different audiences 
at least two pieces accompanied by evidence of the drafting and editing process. 
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A piece of work will be regarded as 'finished' when the student, guided by the teacher, 
considers that it achieves its intended purpose. 
In order to achieve 'finished' status the work should be reviewed prior to final submis-
sion. This may be done by the teacher, other teachers or fellow students. 
Each piece of writing should be accompanied by a brief statement which contains the 
date on which it was completed, the intended audience and any useful information 
about its development, such as the source of the ideas and the context within which it 
was planned and written. 
Topics for writing may be generated from any aspect of the study. 
(Victorian Curriculum and Assessment Board 1988, p. 26) 
Prima facie, each of the foregoing extracts reflects important differences in 
the assumptions teachers make about English-what it is, what it is for, and how it 
is best taught. The causes, correlates, origins or, as we may say, genealogies of differ-
ence, however, are not self-evident, but implicit in the discourses exemplified in 
each text and in the relationships each text assumes. 
To achieve an effective understanding by deconstructing the discourses ex-
emplified here for us, it is first necessary to establish an appropriate theoretical ap-
proach-one that is both historical and structural, and concerned both with ideol-
ogy and with culture. 
• A curriculum paradigm approach 
English is not, as some have argued (McRae 1988), a common set of practices, nor 
is it monolithic in the manner in which it is conceived of and practised by teachers 
of English and others in the field. Rather, as Ball (1982, and Ball et al. 1990) and 
others (Barnes & Barnes 1984; Piper 1979, 1983) have demonstrated, both empiri-
cally and historically, English should be considered in terms of competing 'para-
digms', 'versions' or 'styles'. Barnes and Barnes have identified two groupings. Two 
versions engage the student ('Cultural Heritage', 'Personal Growth') and there are 
two where the learner is detached ('Belles Lettres', 'Skills'). Cultural Heritage and 
Belles Lettres focus on text and content; the remaining two focus on the learners 
and their ne~ds and interests. Barnes and Barnes add a fifth version, namely 'Public 
Rationality', which is more concerned with documentary than with aesthetic texts, 
both for student writing and for reading. 
These empirically established versions are presented by Barnes and Barnes in 
some detail to analytically describe the content, pedagogy and values which under-
pin them. They describe practices as observed and documents considered, and do so 
in relation to the traditions of English teaching which they draw on and the con-
texts within which each version or version in combination most frequently occur(s). 5 
However, Barnes and Barnes do not investigate the social class implications of each 
version, nor the role the State plays in relating the two. 
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In pursuit of this analysis, Ball (1995) adopts a more useful (because histori-
cally and more socially shaped) approach, identifying what he had earlier described 
as the 'paradigms' of English (Ball 1982, 1985). For Ball, the processes by which 
paradigms are produced and sustained are through 'communication (serious discus-
sion about teaching practices); apprenticeship (at school or in university education 
or teacher training); and colleagueship' (Ball 1995, p. 12). Ball's social history of 
curriculum is, however, achieved by identifying significant historical events, by iso-
lating key ideas and by deconstructing their ideological and conceptual relation-
ships. In this manner, he describes a genealogy which can be linked to more com-
plex analyses of power and control through theories of the state and social class 
conceptualisations, while also giving an historical dimension. 
Ball also deploys a central element of Kuhn's (1970) analysis of the history of 
scientific revolutions by suggesting that the rise and fall of paradigms or coherent 
explanations of phenomena can be ascribed to social and historical processes as well 
as to changing technology. Revolutions in English curriculum are also due to changes 
in the technologies of power inherent in the challenges which the English teacher 
faces daily in the classroom. A similar approach has been applied in North America 
by Hairston (1982), who attempts to explain resistance to change in approaches to 
the teaching of writing in schools by asserting that the required paradigm shift has 
yet to occur. However, Hairston's argument is not sustained on an adequate base of 
evidence. 
The conclusion to be drawn from all this is that it is useful to develop a 
paradigm configuration, to explore curriculum frames, and to identify the settle-
ments struck at each of several historical points in the development of English. 
So any historical analysis of the English curriculum is, in part, the history of 
several competing curriculum paradigms. But what is the most useful typology? As 
we have seen, Barnes and Barnes established a broad grouping in terms of the so-
cially dominant and the personally dominant. Dixon's initial identification of the 
Growth Model as an emergent version of English and the typology developed by 
Kemmis et al. (1983) both serve the purpose of urging change as well as of docu-
menting it. 
Building on Ball's work, on the Kuhnian concept of paradigms (Kuhn 1970) 
and on the empirically identified versions or types identified by Dixon (1975) and 
Barnes and Barnes (1984), I have identified three curriculum paradigms as the bases 
for deconstructing the curriculum content, pedagogy and assessment practices of 
each of the texts we are considering (see Reynolds 1988). I must repeat that a 
curriculum paradigm is not only a pattern of curriculum practices bound together 
by a common view oflearning and society-a common ideology, if you will; it also 
constitutes a set or 'network' of social relationships which serve to maintain and 
evolve its nature. Also, while a curriculum paradigm has certain constant features as 
a construct, its operation is not static over time. It is created and recreated in each 
fresh historical context. 
When we consider all three elements of the English curriculum (content, 
pedagogy and assessment), a paradigm is required which accounts for the man,ner in 
which English curriculum serves the meritocratic purposes of selection at the point 
. THE ENGLISH CURRICULUM AND SOCIAL CLASS 79 
of transition between school and work, as well as between school and tertiary edu-
cation. For it is this imperative which seems most strongly to shape the outcomes 
for Year 11 and 12 students and indirectly shapes the forms of curriculum and peda-
gogy possible for teachers. Within the Meritocratic paradigm, therefore, content 
must serve the dominant notions of language and cultural norms; pedagogy, the 
expected relationships between student and learner; and assessment must be com-
petitive in order to discriminate merit. In his discussion of what Connell (1982) 
refers to as the 'Competitive Academic Curriculum', the Meritocratic paradigm 
provides a curriculum which has the capacity to sort and sieve students. In Connell's 
analysis, this operates according to the tenets of a class-based definition of knowl-
edge. This definition is seen as legitimate because it is endorsed by the university 
knowledge 'gate-keepers' and also by the credentialling agencies responsible to the 
state for managing the knowledge production and associated shaping of subjectivities. 
So I want to consider three curriculum paradigms: the Cultural Heritage, the 
Personal Growth and the Meritocratic paradigms. Each is addressed in terms of its 
approach to content, pedagogy and assessment practices, and the ideologies and 
forms of subjectivity which it serves to produce. 
• The Cultural Heritage paradigm 
The Cultural Heritage paradigm encompasses both the Cultural Heritage Model 
and the Skills Model ofDixon (1975 (1967)), for its major textual content is a close 
study of text customarily taken from the classical canon. Pedagogy is emphatically 
didactic and transmissive (see Barnes 1976 for a discussion of this term). Students are 
grounded in the detailed study of classical texts without much concession to their 
broader educational and personal needs. Student work is evaluated almost exclu-
sively through the written mode, and the dominant written form employed is the 
essay. Grammatical knowledge is taught explicitly, often as though English were, 
like Latin, a linguistic object for study rather than a contemporary, complex and 
socially embedded semiotic system-one about which learners already have consid-
erable tacit knowledge before they even enter the classroom. 
Assessment is in written form, for in the Cultural Heritage paradigm it is 
assumed that the essay is a generic form encompassing creative and imaginative 
elements as well as the construction of logico-rational debate and argument. The 
Cultural He!ritage paradigm therefore reflects a predominantly Arnoldian view of 
culture (Arnold 1965)-that is, a belief in the value of what Arnold has called 'the 
best that has been thought and said' and in the civilising effects of its transmission. In 
the larger context, the paradigm is associated with traditional social and cultural 
values. 
• The Personal Growth paradigm 
The Personal Growth paradigm, as the title implies, places the' growth' of the learner 
centre-stage. This is evident from the choice of texts to be read, emphasising as it 
does the extent to which the content interests and engages students and the degree 
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to which the themes of the texts are relevant to the issues it is assumed that young 
people would choose (Dixon 1975 (1967)). By the same logic, relationships be-
tween teacher and students are personalised, so that in an extreme form the Personal 
Growth paradigm finds teacher and student on first name terms, with the teacher 
concerned primarily for the personal development of the whole child (these are not 
mutually inclusive). In the Personal Growth paradigm, personal narrative writing is 
a privileged written form. The focus of learning is not only on text but also on 
firsthand experience as the course of material for learning. Grammatical knowledge 
is to be learned in the context of use rather than in a decontextualised fashion, in 
which artificial exercises are performed to develop 'skills' in grammar. There is an 
emphasis on students writing for 'real purposes', for 'real audiences' and in 'real 
contexts', wherever possible (see Barnes 1969, 1976). 
While the Personal Growth paradigm is dominant within the contemporary 
English teaching networks-'the networks of communication and apprenticeship' 
(Ball 1982), as MacLennan and Lingard (1983b) have argued-it should not be 
thought of as monolithic. In fact it presents a complex array of positions and varia-
tions, including the traditional intellectual (Holbrook) harking back to a pre-indus-
trial utopia, the position of Doughty, Pearce and Thornton (1971), who promote 
the development oflanguage skills in 'a complex industrial society', organic to the 
middle class (McLennan & Lingard 1983a, p. 62 and Gramsci 1971), and .K.eflec-
tions (Clements, Stratta & Dixon 1963) which actually opened up new and socially 
critical possibilities for the teaching of English. 
However, the history of curriculum paradigms is not in itself a sufficient basis 
for a class history of the English curriculum. We also need to examine the political 
and bureaucratic processes, especially as they occur within the state, a major site of 
class formation. For example, in what ways did the Personal Growth paradigm serve 
both as a vehicle for what MacLennan and Lingard (1983b) refer to as 'dead ends' 
(the Holbrook project) and for early attempts to establish what Ball (1987) describes 
as radical, oppositional 'critical literacy' or Kemmis et al. (1983) entitle the 'socially-
critical orientation'? To understand this, we need to consider a third paradigm: the 
Meritocratic paradigm. 
• The Meritocratic paradigm 
The Meritocratic paradigm borrows heavily from the Cultural Heritage paradigm 
for much of its content, but in overall approach it is much more concerned with the 
social utility of what is being learned. For that reason, it does not encompasS' a wide 
range of 'high' cultural content, but tends to emphasise logico-rational, transac-
tional and non-literary argumentative language. Both in the forms of assessment 
employed (i.e. clear thinking activities, analysis of argument) and in the pedagogy of 
individual work and competitiveness, the emphasis is on individual achievement 
and the attainment of high grades. In combination with high grades from other 
courses (often those demanding convergent thinking), the Meritocratic paradigm 
shapes knowledge, pedagogy and assessment to instrumental ends. As Blackmore 
(1991) has argued, assessment systems based on notions of merit, by entrenching the 
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view that some young people have limited 'natural' capacities, have created the 
'systematic exclusion or alienation of the majority of working class children from 
secondary education ... rationalised on the basis of merit and the "natural" statistical 
distribution of intelligence, not on class'. Blackmore attacks examinations when 
their 'essential competitiveness and neutrality' was stressed, for within this context 
'the individual was blamed for failure to succeed in a biased system' (Blackmore 
1991, p. 13). And it is social class background which poses the greatest obstacle to 
opening up equality of access to educational outcomes. 
• A digression on social class 
Class conflict should not be seen solely as a function of economic relationships, but 
as being constitutive (Williams 1977) of other structures and processes, in particular 
of 'the realm of arts and ideas'. In some Marxist theories these are 'far from being 
grasped as real practices, elements of a whole material, social process' (Williams 
1977, p. 94). Education, contrary to perspectives such as that of Althusser (1971), is 
then not simply a mechanism or apparatus for the reproduction of capitalist ideol-
ogy but, rather, a site in which ideology is taken as and confirmed to be common 
sense. So, to take the example cited so far, for Althusser, the teaching of grammar in 
Hansen's sense is in effect part of a system functioning to instil 'the rules of good 
behaviour'. The task of scholarship is to identify and critique the effects of these 
practices and, where possible, to advance preferred options. 
Further, as Althusser (1971) and others have argued, the state is deeply impli-
cated in the distribution of resources of all kinds. On the one hand, it is the mecha-
nism through which government occurs for the well ordering of society; it is the 
means whereby inequalities are produced and reproduced and injustices thereby 
perpetrated. Readers familiar with the arguments of Althusser (1971) and ofBourdieu 
and Passeron (1974, 1979), to name two traditions within the literature, will recog-
nise the proposition that schooling distributes power and 'cultural capital',just as in 
the economic dimension ownership of the means of material production advantages 
those who are already economically powerful. 
These possibilities sit alongside another approach exemplified by Freebody 
(1993), who focuses on reading as a class-based practice 'where the construction of 
the apparent writer-reader relationships', he argues, 'necessarily implicates the con-
text of clasf-derived discourses' (Freebody 1993, p. 77), but he steers away from a 
systematic, much less structuralist approach to the analysis of social class, preferring, 
as he suggests, to see 'classing' as site-specific rather than as 'an unproblematic 
collectivity or abstraction' (Freebody 1993, p. 77). But what of the historical di-
mension? 
In Victoria, from the early 1970s until the mid 1980s, the State has prescribed 
the forms and content of curriculum and assessment only at the final year (Year 12) 
of secondary schooling. From 1986 until 1993, some less detailed level of control 
was extended to Year 11. Whether this has actually constituted minimal control of 
the earlier years of schooling is, however, questionable (Rice 1982), despite recent 
developments in articulating a curriculum (Board of Studies 1995, 1996). 
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What teachers do in classrooms is shaped to a considerable degree by deci-
sions taken within the political and bureaucratic arenas of organisations, such as the 
state senior secondary credentialling authorities. While the influence of such bodies 
on practical consciousness (Giddens 1979) is problematic, some evidence suggests 
that such organisations are significant sites of tension and, as this chapter argues, 
specifically for class tension (Toomey 1982a; Musgrave 1988; Reynolds 1988). The 
bureaucratic site within the state apparatus for managing and controlling education 
can most fruitfully be conceived of in terms of a series of'settlements' or 'truces' 
between competing curriculum paradigms and their associated ideologies. 
• The settlement 
What is required is the capacity to move beyond identifying paradigms or versions 
of the English curriculum to be able to conceptualise change and conflict histori-
cally. For this purpose, the notion of the settlement between key stakeholders will be 
employed. 
Seddon (1987, 1989) has argued that a settlement is a temporary agreement 
or truce constituting a set of understandings or agreements to which groups with 
conflicting social interests temporarily assent. Despite an appearance of agreement, 
underlying conflicts persist. In addition, settlements may serve any or all of several 
purposes, from the demobilisation of dissent and resistance by the powerful to the 
legitimating by the less powerful of their hard-fought gains. Examples of both these 
patterns of event can be found in the history of English curriculum in Victoria 
(Batten 1988; Reynolds 1993). 
Historically, settlements arise between the key political groups such as em-
ployers, workers' groups, etc. The development of the postcompulsory curriculum 
is marked historically by periods of open dissent and conflict, culminating not in 
any fundamental resolution but in the construction of a truce or uneasy period of 
fragile stability. 
Settlements may, however, entail significant realignments within the class struc-
ture and/ or transformations of one kind or another, because there is an indirect 
relationship between curriculum processes and political processes, both in develop-
ment and implementation and the pursuit of class or other social interests (see, for 
example, Toomey, 1982). As Green (1994) has argued historically and from a com-
parative perspective, 'The major impetus for the creation of national education sys-
tems lay in the need to provide the state with trained administrators, engineers, and 
military personnel; to spread dominant national culture and inculcate popular ide-
ologies of nationhood; and so to forge the political hegemony of their dominant 
classes' (Green 1994, p. 9). As Ball (1987) points out, through the state teachers 
experience pressure to produce' competitive individuals acquiring skills and compe-
tencies ... the learner's sense of self is oflittle concern' (Ball 1987, p. 31 ). To picture 
the relationship between English and the state, he posits the existence of four para-
digms: 'Skills' - and 'Literature' -oriented paradigms which are paralleled in Barnes 
and Barnes (1984) and in Dixon (1975 (1967)); 'Creativity' ('Personal Growth' in 
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Dixon); and a fourth, 'Critical Literacy'. This latter conception parallels MacLennan 
and Lingard's view that the Personal Growth paradigm is not monolithic but can 
take either an autoplastic (changing self) or alloplastic (changing society) form. 
• Three settlements 
The first settlement has been the 'Liberal-Meritocratic' settlement; the others the 
'Choice and Diversity' and 'Common Curriculum' settlements. 
The Liberal-Meritocratic settlement is so named because it reflects the values 
of a social order and ideology where Arnoldian respect for literature occurs, where 
classical pedagogies predominate, and where the preparation of the young for the 
workforce does not preclude exposure to significant scholarly and even abstruse 
learning. However, the overall effect is to reinforce differences between students, 
usually characterised as differences in ability. The rationale for the remaining desig-
nations will become apparent during discussion. 
• The Liberal-Meritocratic settlement 1942-1981: Extract 1 
The reader approaching Extract 1 is invited to consider reasons for the assumptions 
the writer makes. For example, in this text reference is made to requiring students 
to learn 'the leading rules of syntax analysis of sentences into clauses' (University of 
Melbourne 1940, p. 78). What are the assumptions made here about content, peda-
gogy and assessment, when texts drawn from later contexts make no such reference? 
What assumptions are made about the subjectivity to be developed and the ideology 
central to the process of social production? What students are included and what are 
excluded by these assumptions? How is class formation affected? 
Why is there also an insistence on 'A knowledge of the commoner verse 
forms and of the incidence of stress, and of the simpler devices of style, Figures of 
Speech'? Why, furthermore, does the syllabus require 'an historical novel' together 
with one of the less demanding plays of Shakespeare (that is, texts such as Othello, 
Hamlet and Lear are not to be found in Intermediate syllabuses for this period)? 
In addressing these questions, we find to hand work such as that of Hansen 
(1964) who outlines what he regards as the English language program necessary for 
Year 10 students. Hansen emphasises that students should acquire the capacity to 
discriminate word meanings and, further, that learning linguistic derivations, the 
writing of ~ssays, the preparation of precis, the completion of clear thinking tasks 
and the attending to specific items of vocabulary combine to enhance and develop 
a student's command of language. 
The teaching of grammar through parsing and analysis is advocated because, 
as Hansen claims, English is 'linguistically debased' and therefore not uniformly 
susceptible of categorisation. Nonetheless, he seems to see the teaching of grammar 
as a bastion against some further decline. In addition, he describes a number of 
teaching strategies as very appropriate, i.e. free writing, the use of model sentences, 
language games and grammar textbooks. 
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Another preoccupation is common errors by pupils, including inaccurate 
sentence structure, the misplacing of sentence components and loose participial 
structures. To remedy these, he advocates a basic course which is as emphatically 
conceptual as it is decontextualised for the learner. 
Weaker students are those 'who do not like precis'. 'If they are good at it', says 
Hansen, 'they have language sense and they like it'. But for the weaker ones, precis 
needs a more imaginative treatment if its value is to be fully realised. 'After all its real 
point is to train pupils to understand accurately rather than to express in a few 
words, and as such is a valuable aid towards mastery of language, both oral and 
written' (Hansen 1964, p. 189). 
Similar remarks are made about the teaching of prose paraphrase-that is, the 
process of rendering in one's own words another text, usually something of signifi-
cance, in content or form. Pedagogically, the obvious comparison is with the proc-
ess of translation from another language into English. 
But there are also indications in Hansen that the practices he recommends 
were changing at the very time of writing. Indeed, he concedes as much. For exam-
ple, whereas universities expect precis, he says, it is not clear what being good at it 
specifically relates to. He also declares that it is recognised that preparing a precis is 
a trick or a game which students seeking qualifications must perform, and notes that 
in the United Kingdom-and there are many references to teaching practice in the 
UK-there has been a falling off in the number of periods devoted to precis. At the 
same time he celebrates the skill because 'there is a certain sense of personal satisfac-
tion that comes to the precis writer when he has finally condensed a passage within 
certain prescribed limits, an aesthetic pleasure comparable to the translation of a 
Latin period' (Hansen 1964, p. 190). 
The final reference is indicative since much of what we find in Hansen's 
curriculum regime, as well as in the advice to teachers provided in the Matricula-
tion Handbook, is redolent of the teaching of Classics. Many early English teachers 
were classicists themselves and sometimes substantial scholars in the field. Close 
parallels can be drawn, therefore, between the pedagogic assumptions of the Classics 
classroom and those to be found in English programs like those advocated by Hansen 
and assumed in the extract. 
To appreciate how this took effect, it is useful to consider each text in terms 
of the curriculum paradigms proposed and the historical contexts which shaped 
their operation. 
At the beginning of 1942, Australia had been at war for over two years, and 
the country was soon to come under significant threat of invasion. The economy 
and society in general being on a war footing, it might be expected that these events 
would be reflected in the schooling of the day. Yet little or no mention of them 
occurs in the 1942 Course Handbook or, for that matter, in the handbook for the 
following year, when the threat was even greater. We may suppose that the curricu-
lum had been so well established as the vehicle for liberal-meritocratic ideology in 
previous years that the war was not seen to be a matter for specification in a hand-
book, despite its being the subject of fundraising and patriotic urgings, n:iany of 
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which activities were aimed at the young, and at schoolchildren specifically (see, for 
example, McCalman 1988).Again, the proportions of students actually undertaking 
the Intermediate Examination, which confronted them at the end of the fourth 
year of secondary education, was small. 
While few of the relevant features require teasing out, the examiners' com-
ments reveal three key elements of the Cultural Heritage curriculum paradigm.The 
close relationship between the view of English language and its learning which is 
supposed to exist in the Classics is notable. The historical connection is important 
because it has specific social class implications, given that in the nineteenth century 
the Classics were the domain of the ruling and professional classes. It is important 
also to observe that the practices it entailed-the teaching of grammatical concepts, 
the correction of sentences; the formation of sentences according to certain rules of 
composition; the valuing of plain, descriptive language-especially for the Interme-
diate students, many of whom were practically or commercially bound and not 
destined for scholarship or literature. Nonetheless, it should next be noted that all 
were to encounter certain core cultural experiences in the form ofliterary texts (in 
this case, Shakespearean texts) and were expected to be conversant with certain 
literary concepts, both technical and stylistic. 
Grammar and literature were the central knowledge, the cultural capital (see 
MacLennan & Lingard 1983b) of the educated person, and its acquisition and dis-
play at appropriate moments in suitable social contexts marked the person out as, 
first, having received that level of education, and secondly, as having mastered the 
cultural forms which went with being educated. 
The Liberal-Meritocratic settlement represents a continuity from the nine-
teenth century curriculum devised to serve the needs, on the one hand, of those 
proceeding to the professions and, on the other, of those young people destined for 
commerce, the factory or the fields. This was the settlement encompassing the ar-
rangements which existed under the authority of the Professorial Board of the 
University of Melbourne until 1964, when the Victorian Universities and Schools 
Examination Board (VUSEB) was established shortly after the founding of the sec-
ond university in the state. 
The subsequent emergence of other universities and the diversification of 
and growth in the tertiary college sector, as it was then, had one particular effect. It 
greatly increased the complexity of tertiary selection procedures. Technical solu-
tions, such ds the use of statistical procedures for equating assessments for different 
subjects, were developed. Despite this, the predictive capacities ofYear 12 assess-
ments were inferior to those of teacher assessments (McDonnell 197 5). However, 
the procedures were seen to be all the more important because an ever-widening 
range of subjects was available to students who increasingly represented a wide range 
of social backgrounds. Still, the offering did not greatly change from that already 
reflected in the Cultural Heritage and Meritocratic curriculum paradigms described 
·earlier. 
In addition, the great expansion of the tertiary sector which occurred during 
the early 1970s meant that entry to certain key professions became available to a 
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wider range of young people. The tension and competition that this created was 
reflected in the political struggles between teacher unions, on the one hand, and 
leading members of the tertiary sector, on the other. The debate was between those 
arguing for greater equality of access to tertiary education, and so to the employ-
ment opportunities this access would create, and those defending the standards of 
learning they saw as being under threat from the greatly increased number of those 
eligible for entry. It was also a debate between those defending their position of class 
privilege and those seeking to open up the social structure through the educational 
institution. 
There is, then, a coherence between what is described in Extract 1 and Hansen's 
views about language, for instance in his declaration that sentence structure is more 
likely to be mastered where teachers insist that all student writing be in sentences 
and that, to ensure mastery of written language, a basic course in grammar is essen-
tial for all students. In addition, in discussing a contemporary instance of public 
debate about the explicit teaching of grammar, Green (forthcoming) argues that 'at 
issue fundamentally is a felt need to return to the traditional social virtues, and 
markers of distinction and authority, structure and discipline--the right order of 
things'.What we see in both Hansen's writing and in Extract 1 is a reflection of that 
order as it existed during the immediate postwar period. It is an order which many, 
it seems (see Reynolds 1996), would wish to see reasserted, but larger forces have 
been at work. 
• The Choice and Diversity settlement 1981-1989: Extract 2 
In some ways (and this demonstrates the historical nature of settlements), the Choice 
and Diversity settlement was an extension of its predecessor, for it maintained the 
hegemony of meritocracy and the valuing of what has been previously referred to as 
the 'Competitive Academic Curriculum' .Yet it differed substantially in several ways. 
The first was in its attempt to provide for differences in student outcomes through 
differences in the forms of certification.The second was to include a wider range of 
curriculum options and a greater diversity of forms of assessment. Associated with 
this diversity were attempts to maintain the principle that all curricular and assess-
ment forms were of equal status. As we will see, in English, as in other areas of the 
curriculum, this was largely a vain attempt. 
It was during the working through of this settlement that the Cultural Her-
itage and the Personal Growth curriculum paradigms were uneasily combined through 
the forms of the Group 1 English course, which although wholly externally set, was 
assessed through a combination of external, end-of-year examination and school 
assessments. 
• Extract 2 
Extract 2 must be read in the context of the increasing retention rates from Year 11 
to Year 12 already referred to. As Batten (1988) has argued, school curriculum pro-
vision combining different course types (both wholly school-assessed and those 
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combining external and school assessment) correlated positively with higher levels 
of retention to Year 12. Again, the movement from elite to mass educational provi-
sion is indicated. 
So all three curriculum paradigms are assumed within the second extract. For 
example, there are repeated references to student-centred approaches to the teach-
ing of writing, as well as to the connection between other language activities and 
the development of writing.Yet muted reference is also made to Cultural Heritage 
characteristics, in particular to the teaching of 'technical knowledge of language' 
and to 'a Study of style'. These references are, however, qualified by the admonition 
that these aspects oflanguage are more 'successfully taught' in meaningful contexts. 
The (then) current debate about writing engendered by the writings of Britton and 
Dixon in England and Wales, by Graves and Moffett in North America and by 
Boomer (1985) and others in Australia, can be seen reflected in the positions indi-
cated in this extract. For example, consider the comment that 'students' own writ-
ing needs analysis, revision, editing and re-writing. The sense of developing excel-
lence and polish on one's own product is of great value to the student's self-image as 
a writer'. Such a comment reflects the focus on the autoplastic role of writing, taken 
up in various ways by all of the progressivist writers cited above. Note also the 
references to the notion that a 'diary or personal journal may assist the students to 
become more reflective and to develop those powers as the year goes on', a concept 
central to the Personal Growth paradigm. On the other hand, in the same text, 
teachers are adjured to 'include technical knowledge oflanguage such as syntax and 
punctuation in the student's program' .This is code for the explicit teaching of gram-
mar, although the pedagogical rider is there: 'These aspects oflanguage are success-
fully taught in meaningful contexts, rather than in isolation'. 
It should be recalled that these comments come from those responsible for 
managing the external assessment of the Group 1 English course. So already the 
Personal Growth paradigm has established strong ground in the teaching and learn-
ing processes of the mainstream postcompulsory English program. In addition, there 
is no mention made of derivations, parsing or precis, although the rest of the Group 
1 course does require the detailed study of a text, writing about themes reflected in 
a small number of texts, as well as 'clear thinking', a kind of comprehension task 
demanding clear denotative forms of language. 
Clearly, as the discussion of Extract 3 will show, the remarks by examiners are 
also linked ~o the pedagogy of the school-assessed components-in particular the 
Writing Folio in which a similar approach to the teaching of writing was required. 
That is, a range of styles, forms or genres of writing was required, along with differ-
ing purposes and audiences with an explicit emphasis on 'action learning'(Barnes 
1976)-hence, writing for 'real audiences' and for 'real purposes'. 
One clear connection investigated here, between the curriculum just de-
scribed and social class outcomes, is the responsiveness it has to student needs and 
aspirations. Gone are the centrally prescribed writing tasks and the notion that the 
essay is the only valid form of writing secondary students should be concerned 
with. Gone also is the emphasis on decontextualised and formal learning oflinguis-
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tic concepts and correct language forms, forms readily accessible to the child with 
the middle-class home background and a standard dialect language environment 
from birth, but foreign to others whose English dialect or variation is non-standard. 
Through the 1970s, indeed from the late 1960s in Victoria, progressivists had 
found increasingly effective ways to develop teaching, learning and assessment pro-
cedures which, they believed, provided broader access to important knowledge and 
skills for a much broader range of students. 
For example, the VSTA supported a growing network of schools or mini-
schools (small schools within larger establishments) offering progressivist programs. 
Through its governing body and by dint of perseverance and effective networking, 
the STC (Reid 1982), as it was known, achieved recognition for its Year 12 certifi-
cate from a number of tertiary institutions, for the credential the STC produced 
made it very difficult to select students by ranking them. If they had satisfied the 
requirements for a unit, then credit was awarded. In addition, qualitative informa-
tion was provided as a descriptive statement prepared by a teacher and negotiated 
with the student. It will be recalled that, during this period, there was an increase in 
the number of tertiary institutions seeking students, to the point where it was pos-
sible for the STC to persuade course selectors in a number of instances that capable 
students might opt for their courses ifthe STC were accepted as a basis for selection. 
They were also used by employers (Donaldson 1985). 
The number and overall proportion of such tertiary courses increased steadily 
throughout the early 1980s, hand in hand with further refinements to the pedagogy 
and philosophy of STC to equip the wide diversity of students opting for the pro-
gram (by 1983, accredited as part of the Year 12 credential). Students learned to take 
responsibility for their own learning and, with teacher guidance, to engage in effec-
tive self-evaluation and goal-setting. 
These practices cohered strongly with the progressive values of the English 
curriculum theorists behind the writing of the Group 1 examiners' report. Indeed, 
at least one of the alternative, wholly school-assessed courses (English B) was the 
cradle for several important concepts debated, modified and taken up within the 
English component of the third settlement to be considered here. 
Yet the whole of the learning process just described was constrained by the 
forms of assessment as well as the relative standing which courses acquired for terti-
ary selection. In the Group 1 course, as already described, student performances 
were placed on a fine-point scale with teacher assessments subject to extensive mod-
eration and statistical adjustment. The effect for teachers was to obviate the value of 
school assessments. 
• The Common Curriculum settlement 1985-1993: Extract 3 
This settlement commences with the adoption of the recommendations of the 
Backburn Report (1985), and the attempt to establish equity and access to a com-
mon curriculum for all students (see Collins 1992). It has its roots there and is 
progressively emergent during the processes of negotiation, development a!ld im-
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plementation. The overlap with the previous settlement reflects the fact that the 
Common Curriculum was strongly contested, and raises a further, more theoreti-
cal, question as to what the term 'settlement' actually means. Does it mean the 
general adoption of policy directions, or does it require compliance and conformity 
by all stakeholders? The issue must await more detailed discussion elsewhere. 
• Extract 3 
This extract demonstrates the connection between the previous settlement and the 
third, or Common Curriculum, settlement. That is, it shows not only how the 
content writing has been removed from the direct responsibility of the prescribing 
body, but also that a balance of genres is now required. The view of writing is, in 
other words, both more flexible and more demanding. 
When Nay-Brock (1987) published a survey of senior secondary English 
curriculum in Australia, Year 12 courses in Victoria were in flux once more. Upon 
achieving office (1983), the incoming Cain Government had appointed a distin-
guished educationist, Jean Blackburn, to review postcompulsory curriculum and 
assessment arrangements. There was a general view that the Choice and Diversity 
settlement had broken down, and that a new regime was required. On the one 
hand, Blackburn (1985) argued greater commonness in curriculum arrangements, 
with the elimination of the distinction between Group 1 and Group 2 courses; 
whereas others wanted to see all courses with an assessment which would allow 
tertiary institutions to operate a common scheme for selection. This would also 
mean the elimination of the STC and English B. 
As Nay-Brock (1987) has reported, however, even before Blackburn's rec-
ommendations were presented, a key group had approved the following principles: 
a centrally prescribed common curriculum framework 
centrally organised but school-based curriculum development 
common assessment and reporting procedures 
a common credential 
Teachers of English were ahead of the game. But another dynamic was driv-
ing the debate. 
The social outcomes debate in relation to the Common Curriculum settle-
ment is that the Personal Growth paradigm is particularly provided to students from 
working-claf>s backgrounds (see Reynolds 1993), but is not found strongly in courses 
giving access to tertiary education and thence to the powerful occupations or pro-
fessions. Therefore, if ideas from it can be included in the dominant Meritocratic 
paradigm, to the point that this paradigm is in effect modified or even subverted, all 
the better. 
The Writing Folio described in Extract 3 was designed 
to extend [students'] confidence and competence in writing for a range of different 
purposes and audiences in a variety of forms, to develop expertise in writing forms 
which particularly interests them and to develop their understanding of the features of 
effective writing. 
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The folio also reflects a wide range of discourse forms, and states that a piece 
of writing will be regarded as 'finished' when the 'student, guided by the teacher, 
considers that it achieves its intended purpose'. This last is a straight lift from the 
Group 2 English B course. 
The evolution of the Personal Growth paradigm reflected in Extract 3 then 
confronts us with a new circumstance. The issue for the Common Curriculum 
settlement, however, is how this achievement sits within the predominantly 
meritocratic structure of the tertiary selection process. The first point in this argu-
ment is that the curriculum tasks undertaken by students, such as preparing a writ-
ing folio, were usually also the basis for criterion-based teacher assessment. In sup-
port of a more inclusive approach, however, was the fact that criteria differed greatly 
from what was seen to be appropriate in earlier settlements.There was a capacity to 
reward writing which was expressive and articulate, while not necessarily consist-
ently correct or strictly grammatical. Spelling was regarded as important, but only as 
a surface feature where spelling variations did not obscure meaning. 
In this settlement, teacher assessments were subject to the scrutiny of peers. 
Many schools operated a pre-verification or internal review, but the monitoring 
and moderation mainly occurred through panels of teachers from other schools, 
using central guidelines. 
Pedagogically, then, these practices have more to do with teacher profession-
alism in assessment-the democratisation of assessment, if you will-than they seem 
to have with social outcomes for students. Again, it is hypothesised that, with more 
teacher input into the assessment process, more students, who may previously have 
been excluded because they used non-standard forms of writing, were actually ac-
knowledged as competent writers. 6 
• Conclusion: The English curriculum and social class 
The English curriculum is an ideological activity. It is an ideological activity which 
occurs both in the classroom, in what has been referred to as 'the technology of 
moral supervision ... deployed in the popular school' (Hunter 1988, p. 280), and in 
the political and bureaucratic processes of the state. 
In this connection, social class must be seen as relational and dynamic, rather 
than as a construct of strata and structures (Connell 1980;Wright 1977, 1979, 1980, 
1985). Class relations operate within the capitalist mode of production as this is 
reflected through the division of labour. For, while the division of labour is partly 
reflected in the structure of the labour market and in the nature of the occupational 
structure, these are by no means synonymous entities. This is because the social 
division oflabour is shaped by the technical division oflabour (that is, by the tech-
nical nature of the work itself) and, while it is accepted that the technical division of 
labour is, in certain senses, also socially and historically constructed, this is by no 
means necessarily apparent to a worker, whose consciousness is shaped by the sub-
jectivity which her or his position within the social division oflabour constructs. 
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The role played by education in this process and, in particular, the role played 
by the English curriculum, can therefore be thought of in two ways. First, the 
relationship can be seen as one closely tied to labour market fluctuations. In this 
view, the English curriculum tends to emphasise the importance of equipping the 
young with skills and attitudes appropriate to the labour market and in such a way as 
to stratify them, preparatory to their entry into the occupational structure. The 
curriculum responds directly to factors at work in the labour market. 
According to another view, the English curriculum should be seen as part of 
the schooling process in which, through the practical consciousness of teachers and 
the political and bureaucratic processes of the state, it comes to mediate ideologi-
cally and socially the processes of class formation. It does this by differentially equip-
ping the young with facility in discourse forms which are part of the standard edu-
cated dialect of English-itself a politically enforced regime. This is achieved by 
providing students with differential access to the markers of class, as conveyed in the 
forms of curriculum content, pedagogy and assessment. While these aspects are not 
in themselves determinant in the process of class formation, in combination with 
both other superstructural elements and with the usual economic elements (paren-
tal occupation and family income, to name two), they serve to shape differential 
forms of subjectivity and to provide differential access to social, cultural and eco-
nomic possibilities for Australian youth. That is, if these processes are also analysed in 
terms of the competing curriculum paradigms described earlier, and historically in 
terms of the series of settlements described, then we can gain a better grasp of the 
social dimensions of conflict and change in the English curriculum. 
•Notes 
1 The author currently works as an officer of the Board of Studies in Victoria. The views expressed 
are his own and therefore are not attributable to the Board in any respect. 
2 See below for a timeline of key events. 
3 Associated conflicts occur around the issue of literacy, its definitions, its social distribution, and 
the teaching, learning and assessment questions which spring forth (see, for example, Green, 
forthcoming and Reynolds 1996). 
4 A number of writers have found relationships between social class and English: Moffett (1968), 
Bernstein (1971), Keddie (1971), Bourdieu and Passeron (1974), Sheeran and Barnes (1991) and 
Free body (1993). 
5 In Australi1, Piper's work makes a similar contribution by identifying a typology of what Piper 
refers to as curriculum styles.Whereas, like the versions of Barnes and Barnes, a curriculum style 
rarely appears in its pure form, each style (content-focused, process-focused or context-focused) 
provides the bases for analysing the observed practice upon which Piper's study is built. 
6 There are, of course, further researches to be conducted into changing examination standards 
and practices in postcompulsory English curriculum and still further work to be done on English 
teaching and the definitions of literacy. 
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Chapter 4 
The shaping of secondary English in Western 
Australia: The formative years, 1890s-1915 
Ken Willis 
• Introduction 
Prospective teachers of secondary English are naturally concerned with what they 
are to teach in the first instance, though this concern later widens to include a focus 
on how they are to teach the' content'. Professional secondary English teachers move 
beyond these preoccupations to question why they are teaching particular content 
and why they are teaching a particular way. English journals of the 1980s and 1990s 
have been full of articles debating the what, how and why of English teaching, and 
many English teachers have found the number and scope of the articles, to say 
nothing of the discourses they are written in, to be intimidating and confusing. 
Paul Brock (1993) has recently outlined six elements which he considers 
'should be included in teacher education programs of excellence in the field of 
secondary school English' (Brock 1993, p. 27). The third of these elements, and the 
one to which he devotes greatest attention, is as follows: 'Part of the intellectual 
education of the prospective secondary school teacher of English must be in the 
history of English teaching' (Brock 1993, p. 29). These comments were made in the 
context of a paper that was a response to, and critique of, the Christie Report 
(Christie 1991). Brock is rightly critical of the superficial historical outline of Eng-
lish teaching in Australia contained in the report and, in arguing the case that teach-
ers need such knowledge, provides an outline of research that has already been 
undertaken in the area, while signalling that it is an area that needs continuing 
research if we are to have a clear understanding of the content and practices of the 
subject. This chapter takes up his invitation. 
• Early days and founding fathers 
A study of the beginnings of secondary English teaching in Western Australia is of 
interest, not only as a regional study in its own right, but also because of the particu-
lar conjunction of circumstances in Western Australia in the 1890s-1915 period, 
which make it comparatively easy to establish the influences that helped shape the 
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content and practices of secondary English. During this period, the first teachers' 
training college, government secondary school, and university were established in 
Western Australia. These institutions played a dominant role in the education scene 
in the state at least until the 1950s, and the curricula and examination procedures set 
in place during the first fifteen years of the century remained unchanged till the 
1940s-50s; a pattern paralleled elsewhere, as Watson's outline of developments in 
NSW indicates (Watson 1987, pp. 30-45). 
Although there were parallels in development in some areas across the states, 
particular economic, social and political factors were operating in Western Australia 
at this time which were significantly different from the rest of Australia, and these 
factors shaped the educational sequence of events in the state. A brief outline of 
these influences and events is therefore likely to help in understanding the nature of 
English curriculum developments, both locally and nationally. 
During the nineteenth century, economic progress and population growth 
had been slow; consequently the colony was not granted self-governing status until 
1890--decades after the other Australian colonies. The discovery of gold, particu-
larly in the major fields ofCoolgardie and Kalgoorlie in 1892 and 1893, produced a 
spectacular growth in the population of the colony and consequent demands for 
schools. In 1890 the population of the colony was 42 290 and by 1896 it was 
137 796, with over 55 000 migrants entering in that year (Mossenson 1955, p. 7). 
The school population jumped from 3352 in 1890 to 18 557 in 1900 (Lake 1982, 
p. 204). (Aboriginal people are not included in these figures as it is only after the 
1967 referendum that they are included at all in census statistics.) This increase 
presented enormous challenges, but at the same time, the increased population and 
the wealth being generated provided resources that had not been available before. 
John Forrest, as state Premier in the 1890s, appointed two men who were to 
make significant contributions to Western Australia: C. Y. O'Connor as Colonial 
Engineer, and Cyril Jackson as Inspector General of Schools. Jackson, in turn, proved 
to be astute in the appointments he made, and the influence of Jackson and his 
successor, Cecil Andrews, decisively shaped education in Western Australia for dec-
ades. 
Three men played key roles in the development of the educational institu-
tions which were to make a significant contribution to the shaping of education in 
Western Australia, and two men determined the nature of secondary English cur-
ricula, teachlng and examination practices. The backgrounds and roles of these men 
merit brief comment, then, before we examine the curricula and examination prac-
tices they set in place. 
In 1897 the Forrest Government appointed Jackson, a man of independent 
means and an Oxford graduate, as Inspector-General of Schools. On his arrival in 
Western Australia, he quickly became aware that two of his greatest challenges would 
be to improve the calibre of teachers in Western Australia and also of the curriculum 
they were teaching. In his first report, he commented that 'Out of 208 Head and 
Assistant Teachers there are, as far as I can learn, only 16 who have been through a 
course of training in a College or Normal School' (cited in Mossenson 1955, p. 8). 
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He was successful in getting the Claremont Training College established in 1902 
and appointed another Oxford graduate, Cecil Andrews, to be its foundation prin-
cipal.1 Jackson and Andrews were advocates of the 'New Education' associated with 
the work of Herbart, Pestalozzi, Montessori and Froebel. Before his retirement and 
return to England in 1903, Jackson also appointed eight young men from Sydney 
who were committed to the 'New Education', most of whom had trained and 
taught at the Fort Street Model School in Sydney. 
One of these men was Joseph Parsons, who had First Class Honours in French 
and Latin from Sydney University. He was appointed as one of the foundation 
lecturers at ClaremontTraining College and, in October 1912, was appointed Head-
master of the first government secondary school, Perth Modern School. Parsons 
held this position and the position of Secondary School Inspector until his retire-
ment in 1939. In these positions he acted as examiner for Teachers' Certificate 
Examinations in English Literature and other subjects (Watts 1982). It was an era in 
which the well-educated person (invariably male, and by the process of education, 
if not by birth, a gentleman) was considered qualified to teach and examine courses 
in English. 
Andrews succeeded Jackson as Inspector-General in 1903 and was appointed 
the first Director of Education in 1912, a position he held till his retirement in 1929. 
Andrews battled to establish Perth Modern School and worked with Winthrop 
Hackett to get the University ofWestern Australia established. Although both men 
had classics degrees from British universities, they agreed that the basis of secondary 
and university education in Western Australia should be the sciences and modern 
languages, and that the University ofWesternAustralia should be modelled on exist-
ing Australian universities, not British ones. 
Hackett was owner and editor of The VVestAustralian newspaper and a member 
of parliament. His interest in education can be seen from the coverage it received in 
the paper. In an editorial in 1893, The VVest Australian claimed that 'the system of 
education in Western Australia had not its inferior . . . in any ef the Australian colonies', 
and 'regretted that the manner of expression of the Inspector of Schools is occasion-
ally not itself above criticism' (cited in Lake 1982, p. 192). Over the ensuing years, 
his views show an increasing commitment to free educational opportunities for all, 
and the establishment of a university.Andrews persuaded Hackett that the success of 
a university would be dependent on a sound secondary education system, and so 
Hackett supported the establishment of Perth Modern School before the University 
ofWestern Australia. The University opened in 1913 as the only free university in 
the British Empire. Hackett personally endowed the Chair of Agriculture as one of 
the foundation chairs, and later, on his death, was to be a most generous benefactor 
to the University ofWestern Australia-albeit a far more beneficent one than he 
intended. 
Of the men appointed to the eight foundation chairs at the new university, 
only one was a graduate of an Australian university, Walter Murdoch. Murdoch was 
born in Scotland in 187 4 and migrated with his family to Melbourne at the age of 
ten. His father, a Presbyterian minister, died shortly after the family's arrival, al-
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though the family still had sufficient means to educate him at Scotch College and 
Melbourne University. It had been intended that he study medicine, but 'perhaps 
. . . [he] was given a year to make up his mind' (La N auze 1977, pp. 16-1 7), as he 
enrolled in first year Arts. 'With Latin, Greek, English and French as "supporting 
subjects", he chose to specialise in the philosophy group, gaining first-class honours 
in logic and philosophy in ... 1894' (La Nauze 1977, p. 17). His Masters degree was 
awarded after the requisite number of years' relevant work. 
Murdoch took up his appointment in 1913 and retained the Chair in English 
until his retirement in 1939. With the institution of the School Junior Certificate 
and School Leaving Certificate Examinations in 1914, Murdoch became the chief 
examiner in English, and so at secondary and university levels his was to be the key 
influence as to what constituted English for twenty-five years. 
Western Australian education was well served by all these men who thus 
collectively established a modern education system. While no comparative state 
study of curricula of the period has been undertaken, it is likely that the curriculum 
and examination practices adopted would have been similar to those in Victoria and 
New South Wales, given that the key figures in Western Australia were graduates of 
the Universities of Melbourne and Sydney. 
The links between educational bureaucrats, university academics, and teacher 
educators in the shaping of English curricula, teaching and examination practices 
are clearly evident in this brief survey; links which are still evident today, although 
individuals may not be so obviously identifiable. 
Given these links, it is perhaps not surprising that there are also similarities in 
the goals that were perceived for secondary education, and the role of subject Eng-
lish in it, in the first decade of the century, and the goals which have been debated 
more recently, in the last decade. Meredith (1994), in a paper examining civics and 
ethics in the context of English, quotes from papers by Peter Board, NSW Under-
Secretary for Education in the early 1900s. Board's 1910 statement is apposite to this 
last decade, in which an Australian Government Department of Employment, Edu-
cation and Training has commissioned the Finn and Mayer Reports, on top of the 
plethora of reports commissioned by state departments of education. Board stated: 
As time goes on the evolution of the industry will become more and more bound with 
our educational systems. The school will become an adjunct of the workshop, and the 
workshop a classroom of the school. The gap between the desk of the pupil and the 
bench of the artisan, or the office of the businessman, will be bridged, the State sys-
tems of education will thus become so interwoven with the progress of the nation, and 
so necessary for the maintenance of its place in international competition, that the 
education of the people will fill an increasing place in the functions of government. 
The schools of all grades will be the instruments for national purposes, for the cultiva-
tion of individual productiveness and intelligent citizenship, the training grounds for 
national defence, and the nurseries for the nation's morality. 
(cited in Meredith 1994, p. 83) 
The role of English as the compulsory, core subject in secondary education, 
a role which was established at the beginning of the twentieth century, is the result 
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of this coajunction between 'pastoral concerns and raison d'etat, between state-building 
and the new sphere of social welfare and citizenship rights' (Meredith 1994, p. 86). 
Before looking at the curriculum developments that occurred under Jackson 
and Andrews, it is worthwhile to reflect briefly on some common characteristics of 
three of the men who wielded extraordinary influence on education in Western 
Australia over a number of decades: Andrews, Hackett and Murdoch. All three were 
sons of clergymen, and it is not surprising that a sense of public duty, personal 
integrity and a willingness to fight for causes they believed to be right is evident in 
all their lives. Furthermore, they would not have questioned the idea of 'correct-
ness' in English, as their university training would not have challenged them to 
think about English in a descriptive linguistic way. Finally, their classics backgrounds 
would have made it appear natural that literature and the study of grammar are 
central to any study oflanguage. 
•Curriculum developments 
The values and social practices of any period will be reflected in the curriculum 
documents, teaching practices, textbooks and examination papers of the time. From 
our contemporary viewpoint, it is comparatively easy to see assumptions about 
gender roles, social class and national identity embedded in documents of earlier 
periods, such as the first two decades of this century. Although certainly of interest 
to the reader, these are not the central concern here. The focus of this chapter is to 
examine how learning theories, curricula and examination papers of the period 
helped shape classroom teaching practices; practices dominated by skills-method 
grammar exercises and literature teaching which focused on great works of English 
literature, including texts which contemporary readers would consider to be more 
properly the province of the study of history. 
On his arrival in Western Australia, Jackson actively set about changing the 
curriculum and teaching methods in Western Australian schools. He established the 
Education Circular in 1898 as a means of publicising the 'aims and methods of the 
new education' (Mossenson 1972, p. 98), and published background discussion pa-
pers, curriculum documents, sample lessons and examples of good teaching prac-
tices from overseas andAustralian sources.The development of modern curricula by 
the Education Department under Jackson and Andrews was in marked contrast to 
the curricula of non-government schools. Adams comments on this in his biogra-
phy of Faulkner, Headmaster of the prestigious High School (now Hale School): 
Although the old classical learning theories were coming increasingly under attack at 
the turn of the century, there is nothing to suggest that Faulkner (or any of his con-
temporary independent-school headmasters for that matter) was aware, for example, 
ofHerbartian 'structuralism' or the theories of 'natural enfoldment'. Evidently Faulkner 
and his fellow headmasters were unaware of, or unreceptive to, the changing pedagogy 
which at the time was prominent enough in courses at Claremont Teachers' College 
and in the pages of the Education Circular where much reference was made to the 
writings of such educators as Herbart, Froebel and Montessori. 
(Adams 1982, p. 137) 
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Excerpts from Jackson's 1899 report give a glimpse of the new curriculum 
instruction ideas that he was trying to implement: 
The new scheme rather revises methods than alters the subjects of instruction ... The 
methods of teaching are laid down as from the known to the unknown, from the 
concrete to the abstract ... Reading, it is intended, shall lead, not to the acquisition of 
perfection in certain text-books, but to a general capacity to read and understand: and 
in the same way children are to learn to express themselves readily and correctly in 
speech by means of oral composition. It is more practical to teach correct speaking 
about home incidents than merely the rules of grammar which they keep for school 
purposes and discard outside its walls. 
(cited in White 1979, p. 100) 
There are some aspects here that contemporary teachers would endorse: lan-
guage activities that have a clear sense of purpose; the need for the language of the 
classroom to relate to the language of the wider world outside the school; and the 
value of using children's life experiences as the basis for language activities. The 
notion of 'correctness' prevails, however, rather than appropriateness to context, 
and there is little evidence of understanding of the need to nurture and build on the 
language of the home, which the child brings to school. 
In 1912, as government secondary schooling was becoming a reality, An-
drews commenced a total review of the curriculum. As one commentator notes, 
this was 
designed to advance further the progressive pedagogy of his predecessor. The class-
room was to become a more interesting place and the child to play a more active role. 
A striking feature of the curriculum revision was the effort made to involve teachers 
through participation in conferences held in Perth. 
(Garratt 1982, pp. 243-4) 
• The place of grammar 
From an examination of documents of the time, it is clear that, although Andrews, 
Murdoch and their contemporaries thought of grammar in prescriptive rather than 
descriptive terms, they were aware of the importance of contextualising grammar 
teaching. The teaching of grammar, and other aspects of the curriculum, were issues 
discussed inlarticles published in the Education Circular. 
Concurrent with Andrews' review of the curriculum, the September 1912 
edition of the Education Circular carried a forum on 'The place of Grammar in the 
teaching of English' reprinted from an English Board of Education circular, an ear-
lier edition of which had stated that 'Grammar should not bulk largely in the regular 
school teaching of English, and it should not be isolated from composition and 
literature and made into abstract exercise. Whole lesson-periods should not be sys-
tematically given up to formal grammar' (Education Circular Sep. 1912, p. 111). The 
seven contributors to the forum range from those who believe it necessary to teach 
grammar, if only to assl.st the learning of foreign languages, to those who challenge 
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its place in the curriculum. Two excerpts will give a flavour of the discussion. 
F. A. Cavenagh MA, an Assistant Master at King Edward VII School, Lytham, stated: 
The position of English grammar naturally depends on the purpose for which it is 
taught. Grammar was formerly regarded as mental gymnastic, and used (in Cardinal 
Newman's words) 'to impress upon a boy's mind the idea of science, method, order, 
principle and system: of rule and exception, of richness and harmony.' But in the 
modern curriculum this training is handed over to other subjects: there is no time to 
study formal grammar as an end in itself. 
As he observed: 'We must therefore regard English grammar as subservient to 
the learning oflanguages; first to that of the mother-tongue, and secondly to that of 
foreign languages' (Education Circular Sep. 1912, p. 112). 
Sharwood Smith, Headmaster of the Newbury Grammar School, commented 
in the following manner: 
I do not pretend in the least to be an expert on the subject of teaching English gram-
mar. I never learnt it myself, and I have never ceased rejoicing thereat. To me formal 
grammar teaching from a formal teacher (and what else could he be?) is a nicely 
calculated method of killing originality, creative power, and all love of art and literature 
... Let them write poems not mutilate them. 
He continued in this fashion: 
After all what is the object of teaching granunar? Is it to speak well, to write well, to 
appreciate literature, to have taste, judgement, thought, to live good lives, to be good 
citizens of the world? Will anyone assure me that any of these ends is gained by formal 
grammar teaching to the young? . . . All this formal granunar teaching is part of a 
gigantic conspiracy to cheat children into believing that learning is difficult, and thereby 
exalt the authority of the teacher ... There must be a few names, but let them be as few 
as possible, and let them be acquired in learning a foreign language-gradually ... As 
for the whole jargon of the grammarians, I would have it prohibited by Act of Parlia-
ment. 
(Education Circular Sep. 1912, pp. 113-14) 
The rejection of decontextualised grammar lessons is clearly stated, and the 
terminology of traditional grammar, unless contextualised, is described as an im-
pediment to the learning of English. Other elements such as 'taste' and 'judgement' 
are assumed by Smith to be standards, however, not social and cultural constructs, 
and there is no recognition of the role of the dominant dialect or appreciation of the 
problems this dialect might present to speakers of non-standard dialects (compare 
Goodman & Buck 1982, pp. 198-9). 
• Postprimary curriculum 
In February 1913 the Education Circular published details of the New Curriculum: 
Course for Classes VII and VIII (the equivalent of Years 8 and 9, as primary school 
consisted of an infants class and six standards). The English curriculum contained 
two broad areas: Reading and Literature and Grammar and Composition (Education 
Circular Feb. 1913, p. 357). These groupings reveal how these elements of the cur-
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riculum were viewed. Incidentally, the word 'literacy', which pervades contempo-
rary documents, is not mentioned. 
The reading and literature component of the curriculum reveals no aware-
ness of how meaning is made, let alone the possibility of different readings.The texts 
are representative of the great works of English literature, with one exception, a text 
by the newly appointed Professor of English. Murdoch's Australian Citizen Reader: 
An Elementary Account ef Civic Rights and Duties (1912) begins a long tradition of 
professors' books which appear on school textbook lists. The 240-page reader in-
cludes sections on 'government', the 'work of government', the 'organs of govern-
ment', and 'citizenship'. The last two chapters of the concluding section are titled 
'Our Debt to Society' and 'Our Duty to Society'. 
Like most Australians of the period, Murdoch saw himself as British, and so 
his Reader inculcated pride in the British heritage and empire: 
I do not wish merely to remind you that ours is the biggest Empire the world has ever 
seen; that the King of no other nation has ever ruled over 400 millions of people; and 
that no other flag has ever waved, as the British flag waves, over 11 million square 
miles-more than one-fifth of the total land area of the globe. We may read with 
wonder and legitimate pride, the story of how British enterprise and courage and 
endurance have carried the flag to the ends of the earth, and added vast territories to 
the King's dominions; but it is not a good thing to be too boastful about all this. 
(Murdoch 1912, pp. 56-7) 
Patriotism is only one dimension of the citizen which Murdoch paints; of 
greater significance is the moral dimension. In his concluding chapter, he asks the 
question 'Who, then, is the good citizen?' and part of his answer is as follows: 
When a man's desires go out beyond himself, and beyond the little circle of his broth-
ers and sisters and personal friends, to the whole community; when he desires the 
common good of the community, and desires it so ardently that he is eager to do 
anything in his power to further it; when he is ready to throw over his own interests 
when they conflict with the common good; when he is prepared to give up all he 
possesses, and even life itself, if the welfare of his country demand the sacrifice; that 
man is, in spirit and truth, a good citizen. And in like manner we may say that the bad 
citizen is he who uses his country for what he can get out of her, who enriches himself 
at the expense of the common welfare. 
(Murdoch 1912, pp. 234-5) 
Murdoch's Presbyterian values meld with the views on education 'stemming 
from Dr Arnold of Rugby in England and J. F. Herbart in Germany . . . that the 
main objective of education was the development of character, i.e. moral education' 
(Barcan 1980, p. 172) which influenced Jackson, Andrews and Parsons. The inclu-
sion of such a text, with its emphasis on civic and moral values and training, is not 
surprising, given the context of the time and the views espoused by the NSW 
Under-Secretary for Education, Board, referred to above (Meredith 1994). 
From the statements about grammar, it is clear that there is no endorsement 
of a skills-based, decontextualised approach to teaching grammar. If such practices 
existed in schools, the reasons for their existence lie outside the curriculum docu-
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ments and rationales, be they the forms of assessment used, the teachers' own school 
experiences, or the textbooks which were available and used, particularly by teach-
ers who were insecure in their knowledge oflanguage and lacked an understanding 
of, or confidence in, the recommended teaching approaches. Literary modes are the 
focus of writing, with the exception ofletters, while there is an emphasis on accu-
racy in dictation, which contrasts with the contemporary emphasis on capturing 
the meaning of passages through effective note-taking. 
•Examination matters 
• Secondary entrance examinations 
As part of the process of establishing Western Australian education, and asserting 
independence from the University of Adelaide external examination framework, 
Andrews established a Qualifying Certificate Examination for Class VI and the In-
termediate Certificate for Class VIII. The Education Circular of August 1913 con-
tained three sample papers for the Qualifying Certificate. The English papers in-
clude composition and letter-writing tasks, questions that involve writing out a 
section of a poem or writing about a poem, and three or four questions out of a 
range of grammar activities such as analysis of sentences, knowledge of parts of 
speech, correction of sentences, combination of sentences and punctuation activi-
ties. The very presence of such language activities in an external examination paper 
would have guaranteed much class time being devoted to rehearsing the activities. 
As well as the Qualifying Examination, there was also an examination for 
candidates seeking to win scholarships to Perth Modern School and the Goldfields 
High School. The 1914 examinations included a range of papers, a number of which 
were of two and a half hours' duration. In the arithmetic paper,' girls were required 
to do Questions 1 to 10, and boys Questions 3-12', while the algebra paper was 
optional for girls (Education Circular Feb. 1915, p. 304). 
The Scholarship English paper of that year contains an extended, 
unparagraphed passage, and the instruction to 'Read the following passage and work 
the following exercises thereon'. The passage ('Monmouth before the King') reads: 
Then Monmouth threw himself on the ground, and crawled to the King's feet. He 
wept. He tried to embrace his uncle's knees with his pinioned arms. He begged for 
life, only life, life at any price. He owned that he had been guilty of a great crime, but 
tried to throw the blame on others, particularly Argyle. By the ties of kindred, by the 
memory of the late king, who had been the best and truest of brothers, the unhappy 
man adjured James to show some mercy.James gravely replied that his repentance was 
of the latest, and that he was sorry for the misery that the prisoner had brought on 
himself, but that the case was not one for lenity. A declaration, filled with atrocious 
calumnies, had been put forth.The regal title had been assumed. For treasons so aggra-
vated there could be no pardon this side of the grave. The poor terrified Duke vowed 
that he had never wished to take the crown, but had been led to that fatal error by 
others.As to the declaration he had not written it; he had not read it; he had signed it 
without looking at it; it was all the work of Ferguson, that bloody villain Ferguson. 
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'Do you expect me to believe,' said James with contempt but too well merited, 'that 
you set your hand to a paper of such moment without knowing what it contained?' 
One depth of infamy only remained; and even to that the prisoner descended. He was 
pre-eminently the champion of the Protestant religion. The interest of that religion 
had been his plea for conspiring against the government of his father, and for bringing 
on his country the miseries of civil war; yet he was not ashamed to hint that he was 
inclined to be reconciled to the Church of Rome. The King eagerly offered him 
spiritual assistance, but said nothing about pardon or respite. 'Is there then no hope?' 
asked Monmouth.James turned away in silence. 
(Eduwtion Circular Feb. 1915, p. 306) 
The exercises set on the passage were: 
1 Write the substance of the extract in the form of a dialogue. 
2 Write as fully as you can on the character of Monmouth. 
3 How many paragraphs would you form from the whole extract? Give the first 
sentence of each paragraph. Give a summary of the first two paragraphs. 
4 Express in as many different ways as you can the substance of the following 
sentences:-
a 'Do you expect me to believe,' said James with contempt but too well 
merited, 'that you set your hand to a paper of such moment without 
knowing what it contained?' 
b The interest of that religion had been his plea for conspiring against the 
government of his father and for bringing on his country the miseries of 
civil war. 
(Education Circular Feb. 1915, p. 306) 
The contempt and disdain for opportunism, treachery and cowardice em-
bedded in this dramatic reconstruction of a moment in seventeenth-century British 
history construct an image of the kind of students who would have been able to 
comprehend it: the children of well-to-do, educated, British Australians, who from 
their family background would have possessed the cultural and genre knowledge, 
and a command of the standard dialect and vocabulary, which would have enabled 
them to make meaning from the passage. Other twelve or thirteen-year-old schol-
arship applicants of the day would have found the passage scarcely penetrable, and 
the questions bemusing.As well as this excerpt and its related questions, the candi-
dates faced exercises on parts of verbs, clauses, creating words with suffixes, and the 
task of retelling a story changing the point of view (Education Circular Feb. 1915, 
pp. 306-30'i1). 
In 1914 the Public Examinations Board was established, with representatives 
of the University of Western Australia, the Education Department, the Catholic 
System and the Independent Schools. The School Junior Certificate took the place 
of the Department's Intermediate Certificate, and the School Leaving Certificate 
replaced the Adelaide University examination. With the introduction of the Junior 
Certificate, secondary schooling was extended from four to five years. Before look-
ing at the first Junior and Leaving Certificate Examination papers, it is appropriate 
to look at a selection of the syllabuses and examination papers of the Teachers' 'A', 
'B' and 'C' Certificate Examinations, because what they were examined on, and 
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how they were taught and examined, would certainly have been influences on how 
the teachers, in turn, taught. 
• Teachers' Certificate examinations 
In 1915 the syllabus of the 'C' Certificate included the following compulsory sub-
jects: Reading, Recitation, Writing, Spelling, Education, English, History, Geogra-
phy, Arithmetic, Music, Drawing and Drill.The details for the Reading, Recitation 
and English are as follows: 
Reading: 
Any standard author. 
Recitation: 
Recitation of at least 100 lines of poetry, or of prose, to be prescribed by the Depart-
ment, and announced in the Circular. 
English: 
The use of the English Language. Grammar, Syntax, and Composition. 
2 EssayWriting. 
3 Selected works to be notified by the Department each year in the Circular. 
(Education Circular Mar. 1915, p. 330) 
Students who had passed any of the subjects in the Leaving Certificate or the 
Adelaide University Higher Public Examination were exempted from the subject. 
The 'B' Certificate English syllabus included the following: 
1 Grammar, Syntax and Composition. 
2 History of the English Language, omitting the History of Inflections. 
3 Essay Writing. 
4 History of English Literature. 
5 Selected works to be notified by the Department each year in the Circular. 
(Education Circular Mar. 1915, p. 332) 
An ordinary First Year Pass at the University in English exempted candidates 
from the subject. 
The 'C' Certificate Examination Papers, held in August 1912, were published in the 
Education Circular in October that year. They included the following papers: 
English 
Time allowed-three hours 
SECTION A.-GRAMMAR 
(All questions in this section to be answered) 
Analyse the following into clauses and state the relationship of the clauses: 
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(a) I have been told that, if a man born blind could obtain his sight but for one 
hour, and should happen to fix his first gaze upon the rising or the setting 
of the sun, he would be so transported by the brilliancy of that one 
spectacle, that he would have no curiosity to see any of the other beauties 
that this world could present to him. 
(b) How he arrived was not told me. 
2 Parse the words underlined in the followin~ passages: 
(a) His having been beaten once only made him the more determined to 
succeed. 
(b) Seeing is believing. 
(c) Destroy it, root and branch. 
( d) He ran three miles. 
( e) Bounded the fiery steed in air, 
The rider sat erect and fair; 
Then like a bolt from steel cross-bow 
Forth launched, along the plain they go. 
SECTION B.-COMPOSITION 
(All questions in this section to be answered) 
1 Write an essay on the sentiment expressed in: 
'And earthly power doth then show likest God's 
when Mercy seasons Justice' 
or on one of the following subjects: 
(a) Australia as a Field for Immigration 
(b) Benefits of Compulsory Education 
(c) Wireless Telegraphy 
(d) Advantages ofTravel 
(e) The Proposed Trans-Australian Railway. 
2 Explain the derivation of the following words: 
contractor, specimen, extension, beauteous, benefactor, soldier, infinite, 
conflagration, excursion, biennial. 
3 Where necessary, correct or improve the following sentences:-
(a) He said that he never had or would carry so heavy a burden. 
(b) On hi1n perceiving my shadow on the wall he asked whom was there. 
(c) I Driving down the street, the horse bolted and collided with a tram-car. 
(d) Whether he be the man or no, I cannot say. 
(e) From whence comes he? 
(f) Did he not tell thee his faults and entreated thee to forgive him. 
(g) Such were the difficulties with which the question was involved. 
(h) Humanity seldom or ever shows itself in inferior minds. 
SECTION C.-HISTORY 
(Answer two questions only in this section.) 
Give an account of the general character of the Norman-French contribution to 
the English language. 
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2 What are the foreign elements in the English language? How do you account 
for them? 
3 Write a note on 'The English of the Bible'. 
Examiner: A. T. Grogan, BA 
(Education Circular Oct. 1912, pp. 160-1) 
The decontextuali5ed nature of the questions in the Grammar section, to say 
nothing of the syntactic md semantic demands made by the texts, would inevitably 
have led to the rehearsing of such activities. As textbooks of such activities are 
relatively simple to compile, their availability, in turn, would have had an influence 
on classroom practice. 
In the Composition section, Question 1 reveals much about the examiner: 
the obvious valuing of the literary quotation, and the sentiment it contains, com-
pares with apparent disdain for the alternative topics. No regard is given to equality 
of demands being made by questions, given the complexity of the first topic in 
comparison with the others. Questions 2 and 3, as in the Grammar section, invite a 
mechanistic approach to teaching, though they do not preclude more interesting 
approaches. It is hard to reconcile the approaches revealed here with the views 
transmitted through the Grammar Forum articles quoted earlier, which were pub-
lished in the Education Circular in the previous month. 
The third section of the paper reflects the historical linguistics approach, 
which was the dominant area of study in linguistics at least until the 1950s. The 
coverage of any one of these topics, in the context of an examination, would have 
been a daunting challenge to the candidates.Just as the focus oflinguistic study has 
shifted over recent decades, so there have been shifts in the study of English Litera-
ture, and the paper in this area invites similar analysis. 
English Literature 
Time allowed-three hours 
Six questions should be attempted: two from each Section, Question 4 is compulsory. 
SECTION I 
Trevelyan's Macaulay 
State the motives that actuated Macaulay in accepting a seat on the Council of 
India, thus temporarily abandoning the political career that was so dear to him. 
2 Shortly describe Macaulay's first continental tour, giving his general impressions. 
3 Give an account of the circumstances by means of which Macaulay lost his 
Edinburgh seat in 1847. 
SECTION II 
Shakespeare's King Lear 
4 Explain the following extracts, giving notes where necessary:-
(a) Gloucester: 
'He did bewray his practice; and received 
This hurt you see, striving to apprehend him.' 
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(b) 'the fool who labours to ourjest 
His heart-struck miseries.' 
(c) 'full oft 'tis seen, 
Our means secure us, and our mere defects 
Prove our commodities.' 
(d) Lear: 
'Wipe thine eyes; 
The good-years shall devour them, flesh and fell, 
Ere they shall make us weep.' 
5 State the resources from which Shakespeare pwbably derived the materials for 
the plot of King Lear, and tell how he adapted his materials and the alterations 
he made. 
6 Give an outline of the story of Cordelia. How do you explain her apparent 
harshness to her father? 
SECTION III 
History of English Literature (Meiklejohn) 
7 Give a short account of either Mandeville or Wyclif; and of either Chaucer or 
Langlande. 
8 Write short notes on three of the following authors:-Milton, Bacon, Pope, 
Burke, TM!rdsworth, Scott, Dickens. Write a short account of one work of any one 
of these writers. 
9 Which British poet do you like best? Give your reasons for your choice. 
Examiner: ]. Parsons, MA 
(Education Circular Oct. 1912, p. 161) 
The Section I text, Trevelyan's Macaulay, is, to contemporary eyes, a curious 
inclusion in a literature paper; one that would be more appropriately placed in a 
history syllabus. The three questions on the text essentially ask the student to re-
count or summarise aspects ofTrevelyan's account of Macaulay. There is no sugges-
tion that the student should consider it as a construction or version of Macaulay's 
life, and therefore open to critical consideration. 
The first question on King Lear is simply a comprehension activity: it includes 
four quotations of less than twenty words, and requires students to paraphrase or 
explain them. The examiner has chosen excerpts which are challenging in semantic 
and syntacttc terms, and appears to be unaware of, or else deliberately ignores, 
factors which make language meaningful, including the fact that meaning is more 
easily made from larger rather than smaller units oflanguage-understandings which 
the research of Goodman and others, in recent decades, has made quite clear 
(Goodman 1982, pp. 54-5). The wording of the second question is curious for its 
implicit contradiction: the imperative 'state the resources' implies unequivocal sources, 
yet 'probably derived' concedes that one cannot be certain about the sources of the 
play. The focus on the historical sources of the plot and how the playwright has 
adapted them reveal that the play was considered as a literary work in significantly 
different terms from the way it was in the 1960s, to say nothing of the 1990s. The 
question on Cordelia required the eandidate to summarise Cordelia's role in the 
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play and to interpret a facet of her behaviour; the wording of the latter part inviting 
the student to give her/his reading of the behaviour. One suspects that, although 
the question invites alternate readings of this aspect of the play, nonetheless there 
was probably one approved reading which candidates were expected to be able to 
deliver. 
The final section on the history of English literature reveals a concern for 
having an overview of centuries of English writing, but mercifully makes limited 
demands on detailed knowledge of authors or works. The final question 'Which 
British poet do you like best?' implies that some British poets, if not all, are 'liked', 
and candidates, no doubt, enthused about the one they felt they knew most about. 
Australian poets, or more generally Australian authors, do not get a mention, while 
one wonders how many women would have been represented in the recommended 
texts or anthologies. 
The first Junior and Leaving Certificate Examinations were held in 1914. 
The syllabus documents for that year have not been located as yet, though a perusal 
of the 1915 syllabuses and the 1914 examination papers suggests that the syllabus 
documents were the same for the two years. Their brevity is breathtaking when one 
thinks of contemporary syllabus documents: 
• Public Examinations English Syllabuses 
Junior Certificate 
English Composition. 
2 Leading Rules of Syntax. 
3 Analysis of Sentences. 
4 About 250 lines of English Poetry to be learned by heart. 
5 A general acquaintance with prescribed book or books. 
Books for 1915-
Coriolanus (MacMillan.) 
Macaulay-Essay on VVtirren Hastings (Oxford Plain Texts) 
Tennyson-the Lotos-Eaters, A Dream of Fair VVtimen, Ulysses, Sir Galahad, Ode on the 
Death of the Duke efWellington, edited by Everard Owen (Arnold) 
To be learned by heart-
Ulysses 
Sir Galahad. 
Ode on the Death of the Duke efWellington, 11.80-150. 
(Public Examinations Manua/ 1915, p. 10) 
Few English teachers, then or now, would question the place of composition 
in the syllabus, though there could be a lively debate over what was, and is, meant 
by it. Likewise, there would be little opposition to the inclusion of work on the 
leading rules of syntax in a syllabus, though how they should be introduced to 
students would again stimulate lively debate. The next two sections, the an:tlysis of 
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sentences and recitation of poetry, would, however, be less sympathetically viewed 
by contemporary teachers; although in the case of the latter, the concerns would be 
more about the poems nominated and the manner of assessment than with the idea 
of students reciting poetry. The nominated texts, by Shakespeare, Tennyson and 
Macaulay, reveal a perception of literature similar to that shown in the Teacher's 
Certificate examination. 
This view ofliterature is repeated in the Leaving Certificate Syllabus, though 
an outline knowledge of the history ofliterature has been added. By Leaving Cer-
tificate level, it was obviously assumed that stude11 '.s had a knowledge of the leading 
rules of syntax (or were beyond learning them) as syntax is not included, while an 
outline history of the English language has been: 
Leaving Certificate 
1 English Composition. 
2 Outlines of the History of the English Language. 
3 Outlines of the History of English Literature. 
4 A general acquaintance with one out of four groups of books. 
Groups for 1915-
(a) Shakespeare-As You Like It (Warwick Edition) 
Scott-Marmion (Arnold) 
Macaulay-Essay on Clive (Oxford Plain Texts) 
(b) Shakespeare-Richard II (Warwick Edition) 
Scott-Kenilworth 
Matthew Arnold-Balder Dead and Mycerinus (Oxford Plain Texts Series) 
(c) Shakespeare-The Tempest (Pitt Press Series) 
Byron-Chi/de Harold, Canto II (Oxford Plain Texts) 
Thackeray-Esmond 
(d) Shakespeare-The Merchant of Venice (Warwick Edition) 
Goldsmith-The Vicar of Wakefield ('World's Classics', Frowde) 
Pa/grave's Golden Treasury, Book IV (MacMillan) 
(Public Examinations Manual 1915,pp. 10-11) 
The inclusion of essays by Macaulay on British heroes oflndia in both syllabi 
is made, perhaps, not only because fine historical essays were considered to be litera-
ture, but also because Murdoch shared the British view that India was the glory of 
the British Empire. In his Australian Citizen Reader, in one 143-word sentence, he 
eloquently ~escribes this British view of colonial rule in India: 
There is no space here to tell you the marvellous story of how Britain has governed 
India, with its teeming population of294 millions, of many races, many languages, and 
many religions; how she has brought order to these people, preventing the stronger 
races from trampling on the weaker; how she has brought them justice, which treats 
rich and poor alike; how she has helped them to escape from poverty; how she has 
brought vast stores of food to whatever part of the country was threatened by famine; 
how she has built hospitals to heal their diseases, schools to enlighten their ignorance, 
and universities to continue what the schools had begun; how, finally, she has breathed 
into the souls of these dark peoples something of her own passion for liberty, so that 
they are now beginning to demand to govern themselves. 
(Murdoch 1912, p. 62) 
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This one sentence provides a rich mine for ideological quarrying by contem-
porary readers. Few of Murdoch's contemporaries would have read the sentence 
that way, however, as the great majority would have shared his views on the nobility 
of British rule. 
Syllabus documents, when they are little more than a list of texts to be stud-
ied, depend on other factors to shape their translation into classroom practices.With 
external examination courses, the nature of the questions on the examination pa-
pers has invariably been a greater determinant of teaching practices than the syllabus 
documents on which the examination papers were based. Given the economy of 
description in the Junior and Leaving syllabus documents, unquestionably the pa-
pers set by Professor Murdoch in 1914 would have influenced the nature of English 
teaching in Western Australian secondary schools. The similarity in the content and 
type of question to those in the papers set by Parsons and Grogan for teachers, 
furthermore, presumably illustrates that there were close contacts between the uni-
versity and Education Department staff. 
•The Junior Certificate Examination held in November, 1914 
ENGLISH 
Prof. W Murdoch, MA 
(Time allowed-two-and-a-half hours) 
1 Write an Essay on one of the following subjects:-
( a) A Great British Admiral. 
(b) The Intelligence of the Lower Animals. 
2 Analyse-
(a) There were few among his subjects who would have consented to relieve 
him from the weight of the diadem, had they been obliged to submit their 
time and their actions to the rigorous laws which that philosophic emperor 
imposed on himself. 
(b) Though Walpole had privately dabbled in South Sea stock on his own 
account, men remembered that he had been called the best man for figures 
in the House of Commons, and the disgrace of his most important 
colleagues only made his sagacity the more prominent. 
3 State clearly in what respects, if any, each of the following sentences is faulty, 
and show how it may be improved:-
(a) His love of travel, of excitement, and of change, were his chief reasons for 
going away. 
(b) I am one of those who always look before I leap. 
(c) He is a man whom I very clearly perceive has made many sacrifices for the 
sake of his duty. 
(d) He not only gave us money, but encouragement and approval. 
(e) This book is the most complete of any that has appeared on the subject. 
(f) I do not like these sort of questions. 
4 What different positions may a noun clause occupy in a sentence? Illustrate your 
answer by examples. 
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5 Describe the character of Julius Caesar as drawn by Shakespeare. Do you think 
Shakespeare's portrait is true to history? 
6 Describe Sir Roger de Coverley's daily life in the country. 
7 (a) Which part, if any, of the story of Kidnapped is historically true? 
(b) Describe in your own words, David Balfour's adventure on the islet of 
Earraid. 
8 Describe the sword Excalibur, and tell how King Arthur came into possession of 
it. 
9 Write out-
(a) Nine lines beginning 'Thou hast betrayed ... ' 
(b) Six lines beginning 'So flash'd and fell ... ' 
The essay topics reveal much about the sense of national and cultural identity, 
and the social attitudes of the time. The biographical topic is not surprising, given 
the place of historical essays in the syllabus, while a contextualising factor about the 
inclusion of a 'Great British Admiral' would have been that World War I had begun, 
and hence there would have been much recalling of former British glories, as well as 
the usual mix of patriotic and xenophobic propaganda, in the press of the day. 
Questions 2-4 would have ensured that much of the time in lower secondary 
English classes would have been devoted to similar decontextualised grammatical 
activities; while Questions 5-8 reveal the limited focus of the study ofliterary texts. 
There is a concern for the historical veracity of texts which draw on characters or 
events from history. Once again the assumption is that there is a 'true' historical 
record against which the literary text can be measured. The other two types of 
question invite candidates to describe some facet of the literary work or to recount 
a moment in it. 
The final question requires students to write out lines of poetry which have 
been committed to memory. The syllabus documents reveal a belief in the impor-
tance of recitation and, no doubt, this question was designed to support or reinforce 
such activity, which was highly valued in the social and educational context of the 
time. The requirement to be able to write out the lines of poetry accurately invari-
ably changed the nature of teaching and learning practices in some classrooms, as 
the focus shifted to the ability to remember for the purpose of writing the lines out 
accurately, rather than to recite for meaning and pleasure. 
Some of the questions in this paper would have influenced teachers to adopt 
classroom ptactices designed to rehearse possible examination questions. Such prac-
tices would have been in contradiction of the learning theories advocated by An-
drews and Jackson and championed in the Education Circular. The paper would have 
been daunting to all but a small cohort of fifteen year olds who came from a particu-
lar social milieu. The Leaving Certificate English paper would have been equally 
perturbing to many who sat for it. 
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• The Leaving Certificate Examination held in November, 1914 
ENGLISH 
Prof. W Murdoch, MA 
(Time allowed-three hours) 
Show how English has added to its resources of expression during the last 
thousand years by the extended use of auxiliaries in the conjugation of the verb. 
2 Say what you know about the derivation of each of the following words:-
bismuth, piano, skipper, gong, tobacco, assault, ox, photograph, quartz, veran-
dah. 
3 Write a short account of the work of Edmund Spenser. 
4 Mention the name of one work by each of the following writers, with (approxi-
mate) date of publication:-Ben Jonson, Edward Gibbon, Thomas de Quincey, 
Geoffrey Chaucer, William Hazlitt, Matthew Arnold, Jeremy Taylor. 
5 (a) Explain the circumstances which led to the writing of Lycidas. 
(b) What does Milton mean by the passage beginning-
' Last came, and last did go, 
The pilot of the Galilean lake.' 
6 To what extent is Kenilworth historically accurate? 
7 Whence did Shakespeare derive the story of the rings in the Merchant qf Venice? 
8 What, according to Pope, are the chief faults against which critics must be on 
their guard? 
9 Give the substance of Johnson's estimate of Pope's translation of Homer's Iliad. 
(Manual <?{Public Exa111i11atio11s 1915 & 1916, pp. 60-1) 
10 Give an account of Goldsmith's picture of the village schoolmaster. 
11 Describe the stanza used in Chi/de Harold. What English poets had used it before 
Byron? 
12 Write a prose summary of the last canto of Marmion. 
13 Give the substance of Macaulay's attack on the eighteenth-century idea of 
'correctness' in poetry. 
14 Mention some characteristics ofTennyson as a lyrical poet. 
15 What does Macaulay say were the results of each of Clive's visits to India? 
16 Give some account of Addison as Thackeray pictures him in Esmond. 
(NB-No candidate is to answer more than seven of the above questions. Questions 1, 
2, 3, and 4 must be attempted.) 
(Manual ef Public Exa111inatio11s 1915 & 1916, pp. 85-6) 
The inclusion of the instruction to candidates about the number of questions 
they should answer, as a parenthetic afterthought, is delightfully eccentric and, if 
attempted in the present day, would be greeted with justified howls of outrage. The 
first two questions focus on aspects of the history of the English language, one 
focusing on an aspect of grammar, the other on etymology. Questions 3 and 4 focus 
on facets of the history of English Literature, and reveal a concern that students 
should have a familiarity with the names of major figures and some of their works. 
As the first four questions were compulsory, and English was compulsory as a sub-
ject, the questions reveal a belief that the educated person should possess this kn owl-
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edge about the history of the English language and literature. 
The ten questions on literature reveal a continuing concern with the sources 
of literary texts and how their treatment of people and events compares to the 
supposed historical truth. Other questions require the ability to recount aspects of 
texts or the evaluations and arguments of critics about literary texts. As with the 
other examination papers considered here, historical texts are included in the ex-
amination; while one question focuses on a technical aspect of poetry, by asking for 
an analysis of a particular type of stanza pattern. 
From this examination of curriculum and assessment documents of the pe-
riod, it is evident that texts considered worthy of study in English were the 'great 
works' of English literature, though it is also clear that literature was interpreted 
more broadly than it was in the 1950s and subsequently. Mid-century, the 'genres' of 
the novel, short story, poetry and drama dominated; the essay had been marginalised. 
In Murdoch's time, few teachers would have questioned the texts included in the 
English syllabus, although it is hoped that some would have questioned the non-
inclusion of Australian texts. 
The classroom practices of decontextualised grammar exercises and parsing 
of passages were unquestionably the result of examination papers requiring students 
to demonstrate competence in these areas. This would have been reinforced by the 
use of textbooks containing such exercises, which teachers (particularly those who 
lacked confidence in their own ability in such activities) would perhaps understand-
ably have been tempted to use. The classroom practices of English teachers would 
also have been influenced by the way they themselves were taught English at univer-
sity and school. Knowledge of theories of how people learn language would have 
had little influence on classroom practices. 
Few teachers would have thought about whether their values, beliefs or ide-
ologies (as products of one's family and broader social and cultural environment, 
including elements such as status, religion and education) determined what and 
how they taught. Similarly, few would have considered language in terms of how 
society's power relationships are reflected in the language, or considered the signifi-
cance of dialect and register in language study. 
The above examination papers reveal a limited sense of awareness that texts 
are literary constructs, but there is little sense of awareness that the existence of 
characters is limited to the text and that their actions are defined by what the par-
ticular textual world allows. As well, there is little understanding of the idea that 
multiple readings of texts are possible; and there is certainly no encouragement to 
pursue 'non-dominant' readings. These are language and literacy issues which clearly 
engage contemporary teachers (e.g. Mellor & Patterson 1994; Mellor 1989; Moon 
1990; Thomson 1992). 
• Conclusion 
The case for curriculum history is compelling. This chapter, in its focus on the 
formative years of English teaching· in Western Australia, provides one instance of 
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'the detailed local and historical studies' that Goodson (1992) has called for, with 
regard to studying'how common subject labels override different patterns of knowl-
edge formation and institutionalised practice' (Goodson 1992, p. 25). A contextual 
framework helps us understand the influences which shaped the curricula, teaching 
and examination practices of the early part of the century. The debates of the 
1980s-90s about the nature oflanguage and language practices rest on a different set 
of assumptions from those of the turn of the century, and yet they too are histori-
cally contingent, both inheriting and existing in the context of past practices and 
ideologies.The kind of co:-itrastive, contextual approach used here can help to render 
usefully estranged aspects of the present state of English teaching in Western Aus-
tralia and elsewhere, thus enabling teachers and other interested parties to set about 
examining more systematically the contexts in which they operate and the theories 
and ideologies which underpin them. 
A central purpose here has been to indicate how language practices in educa-
tional sites can be analysed, historically and critically. It is vital that teachers be able 
to review and examine current practices and to understand the context in which 
they operate, and not just accept such practices as 'natural'. To achieve a sound 
understanding of the contexts and theories which shape classroom practices in Eng-
lish, it is therefore essential, as Brock (1993) asserts, that English teachers have art 
understanding of the history of their subject. A study of curriculum documents, 
examination papers and classroom practices of the 1940s and early 1950s in Western 
Australia indicates that they were still significantly influenced by ideas and practices 
introduced in the 1912-1915 period. Given this span of time, it is easy to see why 
such practices were accepted as 'natural' or 'normal' by many teachers and students. 
It therefore provides a salutary caution on our current practices and programs, and 
helps us to see more clearly the values and beliefs shaping English teaching today. 
•Notes 
This should be seen in relation to the establishment of teachers' training colleges in Melbourne, 
1900; Sydney, 1905; Hobart, 1906; Queensland, 1914; and the acceptance of teacher training by 
Adelaide University in 1900 (Barcan 1980, pp. 225-7). 
• References 
Adams, D. 1982, 'Frederick Charles Faulkner: A classicist in the Antipodes', in Pioneers ef 
Education in T-#stern Australia, ed. L. Fletcher, University ofWestern Australia Press, 
Nedlands, WA. 
Barcan, A. 1980, A History of Australian Education, Oxford University Press, Melbourne. 
Brock, P. 1993, 'Some reflections on teacher education programs for the prospective 
teacher of English in Australian secondary schools', English in Australia, no. 106, Dec., 
pp. 24-40. 
Christie Report. See Christie 1991. 
THE SHAPING OF SECONDARY ENGLISH IN WESTERN AUSTRALIA 117 
Christie, F. 1991, Teaching English Literacy: A Project of National Significance on the Pre-Service 
Preparation of Teachers for Teaching English Literacy, Department of Education, Employ-
ment and Training, Canberra. 
Education Circular 1912-1915, Education Department ofWestern Australia, Perth. 
Garratt, E. 1982, 'Cecil Rollo Paton Andrews: First Director of Education', in- Pioneers ef 
Education in ffistern Australia, ed. L. Fletcher, University ofWestern Australia Press, 
Nedlands, WA. 
Goodman, K. 1982, 'Decoding: From code to what?', in Language and Literacy: The Selected 
Writings of Kenneth S. Goodman, vol. 1, Routledge & Kegan Paul, Boston. 
Goodman, K. & Buck, C. 1982, 'Dialect barriers to reading, comprehension: Revisited', 
in Language and Literacy: The Selected Writings of Kenneth S. Goodman, vol. 2, Routledge 
& Kegan Paul, Boston. 
Goodson, I. 1992, 'Studying school subjects', Curriculum Perspectives, vol. 12, no. 1, 
pp. 23-6. 
La Nauze,J. 1977, M1tilter Murdoch: A Biographical Memoir, Melbourne University Press, 
Melbourne. 
Lake, M. 1982, 'Cyril Jackson: Professional administrator', in Pioneers ef Education in 
ffistern Australia, ed. L. Fletcher, University ofWestern Australia Press, Nedlands, WA. 
Manual of Public Examinations 1915 & 16, Public Examinations Board ofWestern Australia, 
Perth. 
Mellor, B. & Patterson, A. 1994, 'The reading lesson', Interpretations, vol. 27, no. 3, 
pp. 20-47. 
Mellor, B. 1989, Reading Hamlet, Chalkface, Perth. 
Meredith, D. 1994, 'English, civics and ethical competence', Interpretations, vol. 27, no. 3, 
pp. 70-95. 
Moon, B. 1990, Studying Literature, Chalkface, Perth. 
Mossenson, D. 1955, A History of Teacher Training in r.testern Australia, Australian Council of 
Educational Research, Melbourne. 
Mossenson, D. 1972, State Education in ffisternAustralia, 1829-1960, University of 
Western Australia Press, Nedlands, WA. 
Murdoch, W. 1912, Australian Citizen Reader: An Elementary Account of Civic Rights and 
Duties, Whitcombe & Tombs, Melbourne. 
Public Examinations Manual 1915, University ofWestern Australia, Perth. 
Thomson,]. 1992, Reconstructing Literature Teaching, Australian Association for the Teaching 
of EnglisH., Adelaide. 
Watson, K. 1987, 'English teaching in historical perspective: Case study of an Australian 
state', in English Teaching in Perspective, Open University Press, Milton Keynes. 
Watts, 0. F. 1982, 'Joseph Parsons: Pioneer headmaster in government education', in 
Pioneers ef Education in ffistern Australia, ed. L. Fletcher, University ofWestern Australia 
Press, Nedlands, WA. 
White, M.A. 1979, 'Extending educational opportunity, 1899-1917' in Education in 
Western Australia, ed. W. D. Neal, University ofWestern Australia, Nedlands, WA. 
Chapter 5 
Writing the teacher: The South Australian 
junior primary English teacher, 1962-1995 
Phil Cormack and Barbara Comber 
A critical view of how teachers are assembled, practically and morally, in texts of 
literacy education has not normally been part of teacher education or professional 
development. However it has a place in assisting teachers to understand how their 
work and their responsibilities (and their guilt or affirmation) are effects of textual prac-
tices, including their own (actions upon actions). 
(Baker 1995, p. 21) 
The project of histories of the present can be understood as the making of histories 
that locate the present as a strange, rather than familiar landscape, where that which has 
gone without saying becomes problematic. 
(Tyler &Johnson 1991,p. 2) 
• Introduction 
Since the 1960s we have been involved in English/Language Arts/Literacy educa-
tion.As teachers, teacher educators and researchers and as writers of curriculum and 
professional development materials, we have been in a position to influence the 
production oflocal policy and curriculum development. 1 We have participated en-
thusiastically in educational reforms where' culture, and curriculum, it seemed, could 
be forged anew through the pioneering efforts of independent individuals' (Seddon 
1989, p. 2). In this chapter we interrupt this optimistic (and at times frenetic) con-
struction of curriculum reform, and critically re-read a selection of curriculum 
documents and materials produced in South Australia since 1962, texts to which we 
have contributed in some cases. Our purpose here is to consider the ways in which 
the teacher is inscribed in these 'guides' to pedagogy, and in so doing, to come to an 
analysis of the present. In considering the recent history of curriculum production 
and reform in our own state, we hope to make the present 'a strange, rather than 
familiar landscape' (Tyler &Johnson 1991). Re-reading texts produced over the past 
three and a half decades enables us to review the discourses which have shap.ed the 
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teacher. We can begin to see the continuities, contradictions and changes which 
characterise the pedagogical figure of this period, and to reconsider our own discur-
sive practices as part of this history. 
Our particular focus is the 'writing' of the junior primary teacher in Depart-
ment of Education curriculum documents and professional development materials 
dealing with English, the Language Arts or Literacy (the subject names in them-
selves signalling discursive contestation and change). This is part of a continuing 
project in which we, as educators, begin to critically revisit our own textual prac-
tices and historicise our current work. An historical analysis is useful to the extent 
that it produces a critical lens for re-exarninin.; '.1ow the present day junior primary 
teacher is constituted and positioned in the contemporary official texts of English 
pedagogy. 
Curriculum reforms and the associated continuing professional training of 
junior primary teachers have been delivered in various ways by departments of 
education, from the mandatory 'course of instruction', to 'guidelines', to voluntary 
inservice to compulsory professional development courses. Such documents and 
their associated technologies, written for and about the teacher, construct author-
ised versions of the curriculum subject, teacher and student. These statements offi-
cially 'write' the teacher and the student-who they should be, what they are to do 
and say, and when and how they must do or say it (Baker 1995; Dyson 1995; 
Walkerdine 1989).The theories which constitute the subject English prescribe teach-
ers' work and effectively formulate the ideal pedagogic relationship (Baker 1995; 
Green forthcoming). 
In this chapter we consider four major curriculum documents produced in 
South Australia in the last four decades: Course ef Instruction for Primary Schools: Eng-
lish (Education Department of South Australia 1962), the R-7 Language Arts Guide-
lines (Education Department of South Australia 1978), the Early Literacy Inservice 
Course (Education Department of South Australia 1984), and Cornerstones (Depart-
ment for Education & Children's Services 1995). The 1962 document was the last 
primary English syllabus produced in this state and describes how the subject was to 
be taught in Grades 1-2 and 3-7. The 1978 Guidelines, described as a revision of the 
1962 course, was accompanied by documents on reading, writing, listening and 
speaking, planning and programming, handwriting and spelling. The 1984 Early 
Literacy Inservice Course was a voluntary ten-week professional development pro-
gram, incorporating ten booklets of readings and activities. Cornerstones is a com-
pulsory professional development program in nine modules, and is currently being 
implemented in South Australia. 
We begin this historical analysis with the 1962 document for several reasons. 
As the last syllabus document produced in this state, it represents the end of the 
genre (to this point!). This was the last occasion where teachers were explicitly told 
what to teach, how to teach it, and how much time should be devoted to the 
prescribed areas of study. Given that it remained the prescribed course of study 
throughout the 1960s and early 1970s, it makes a useful point of comparison. An-
other reason for studying the 1962-1995 period is that it can be seen as the possible 
span of a teacher career. Many of the teachers reading and attending Cornerstones in 
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1995 began their teaching careers with the 'red book' in hand in the 1960s or the 
1970s. From our viewpoints as teacher educators, it is useful to stop and consider 
how teachers' work in English has been constructed during that time. Despite dif-
ferences in how these documents might describe themselves (course of study, guide-
lines, voluntary inservice, training and development), in each of them teachers are 
addressed as employees and guided as institutional readers. Together these docu-
ments represent the major official 'English' curriculum statements produced in South 
Australia over the period of our professional teaching lives. 
In re-reading these official statements, we have considered how the subject 
English is described and divided, how the child is described and named, how the 
pedagogical relationship is constituted, and finally how the junior primary English 
teacher is 'written' in the process. 
Our analysis has been informed by the work of researchers taking a Foucauldian 
perspective on educational history and curriculum. That is, we take the position 
that discourse is constitutive and that educational 'truths', including reform move-
ments and claims of progress, are themselves products of discursive ensembles avail-
able at a particular time and place (Ball 1993; Cherryholmes 1988; Donald 1992; 
Green forthcoming; Hunter 1988; Patterson 1993; Popkewitz 1991; Walkerdine 
1989). However, we do not see the teacher as a unified and stable figure simply 
enacting, in a puppet-like fashion, a set of dominant discourses. Rather, we see 
English education in the junior primary school as a heteroglossic site (Bakhtin 1981), 
wherein overlapping and contradictory discourses are evident in the production of 
institutional and pedagogic practices and identities. 
Our analysis indicates that the junior primary teacher is for the most part 
constructed as a secondary and contingent subject in relation to how the curriculum 
and the child are understood. These official statements are largely concerned with 
the curriculum (English/Language Arts/Literacy) and the child (child development, 
language development). Teachers are constituted as a result of the intersections of 
theories about the curriculum and the child. Baker (1995, p. 2) has made a similar 
point: 'Teachers are assembled as a complementary other to the children who in-
habit early reading materials and beginning school lessons in literacy'. 
In this way, the teacher becomes contingent on these prior constructions of 
the subject (e.g. English/Language Arts/Literacy) and the child (e.g. natural devel-
oper/language user). We illustrate this discursive relationship in Figure 1. 
• Figure1 
The contingent teacher subject 
The subject 
English 
The child 
The teacher 
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As Figure 1 suggests, the subject English is informed by theories of the child, 
and theories of English contribute to the construction of the child.There is a recip-
rocal relationship. For example, theories oflanguage acquisition can be seen as con-
tributing to theorisation of the child as a subject, and theories of natural child 
development influence what can be asked of children of particular ages and stages in 
the English classroom. The teacher and her pedagogy are derived as secondary sub-
jects to these prior and primary theories. The construction of the teacher does not, 
however, impact in a reciprocal way; the teacher can be seen as an unproblematic, 
untheorised subject always open to reconstruction. Such positioning by these docu-
ments is problematic in terms of gendered power relations, especially when we 
consider that junior primary literacy teaching has historically been, and continues 
to be, women's work (Baker 1995; Luke 1993; Walkerdine 1989).2 
We argue that the junior primary'English' teacher is cumulatively constructed. 
Because she is the product of the theorisation of the subject and of the child, both 
of which change over time, she is subject to a relentless and almost unbounded 
adding-on. In the 1962, 1978 and 1984 documents, each series of curriculum state-
ments acts not as a replacement to what has gone before but as an addition. To the 
old 'teacher musts' and' teacher shoulds', new collections of imperatives are simply 
added. Even when contradictory positions are posed, the text simply expands to 
incorporate them. In the same way, the teacher is required to absorb more, and 
increasingly ad hoc, pedagogical collections. Here we can see how curriculum docu-
ments and professional development materials contribute to the construction of 
teacher as bricoleur (Hatton 1988). 
In this chapter we make four main arguments. First, in all documents for 
English/Language Arts/Literacy the writers claim the subject to be the most impor-
tant aspect of primary curriculum. Secondly, the subject is written in ways which 
allow for different, and sometimes contradictory, views of English to exist side by 
side. Thirdly, the junior primary teacher is a cumulatively assembled ad hoc figure. 
These documents position teachers as elastic or infinitely flexible and ultimately 
dutiful figures who can unproblematically respond to new demands. Finally we 
claim that, whereas the time from the 1960s to the mid 1980s was a period charac-
terised by optimism and faith in the naturally developing child, in the 1990s this 
attitude is replaced by an anxiety about the 'at-risk child', an anxiety which can be 
seen in the Cornerstones program. No longer is the teacher encouraged to wait, 
trusting tha~ the child will develop in his or her own good time. The public dis-
courses of the media and official government policy construct literacy as an essential 
competency, and as being in 'crisis'. In the final section of the chapter, we refer to 
Cornerstones as one example of an educational discourse and practice produced in a 
period of pessimism and panic. 
In the mid to late 1980s, media reports increasingly informed the public of 
the supposed 'literacy crisis' afflicting young people and of a decline in the standards 
of public education generally (Green et al. 1994). At the same time, the national 
Labor Government formed the Department of Education, Employment and Train-
ing, aligning education with the previously separate discourses of training and work. 
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ing, aligning education with the previously separate discourses of training and work. 
In addition,Australian government policy and the popular press produced a plethora 
of discourses with the theme of'decline', in which young people were constituted 
as 'at risk'. Repeated topics included child poverty, child abuse, family breakdown, 
child crime, and 'the discovery of a youth underclass' (Bessant 1995). Simultane-
ously, key themes in public discourses around child education included doubts about 
the quality of public schooling, about the quality of teachers, about literacy stand-
ards falling, about the lack of discipline in schools. At a national ;md state level, 
numerous government inquiries into such problems were carried out (see, for ex-
ample, Issues Arising from 'A11stralia's Teachers: An Agenda for the Next Decade' 1991-
1992; Towards Social]usticeforYoungAustralians, 1989-1990Budget1989; The Literacy 
Challenge, Crawford 1993). It must be emphasised that these problems were 'discov-
ered' in a period of econoa-jc recession and economic restructuring during which 
unemployment had its most devastating effects on the youth labour market (Bessant 
1995). 
In the local context, a new government was elected in 1992, promoting an 
educational policy of gre:iter accountability, basic skills testing, and a focus on the 
'early years' of schooling. Cornerstones was developed as a response to an election 
'commitment to address the literacy learning outcomes of students in the early years 
of school'. 
Cornerstones is a product of the discourses of management, vocational training 
and accountability which have dominated education in the 1990s. It produces a 
new sort of child subject and subject English, which in turn has resulted in the 
reformulation of the junior primary teacher. 
•Optimism, opportunity and observation: 1962-1984 
Beginning with the 1962 English course of instruction, we deal with the docu-
ments in their chronological order so as to build a cumulative portrait of the teacher. 
While there are both continuities and discontinuities in the 1962, 1978 and 1984 
documents (which we discuss) we see these as the products of the overarching ethos 
of optimism and opportunity of the era. By contrast, the 1995 document can be 
seen as the product of 'different times', characterised by increasing uncertainties 
about the futures of'fast capitalist societies' (Gee & Lankshear 1995; Green et al. 
1994, forthcoming) and global resources. 
In 1995 we suggest that there are signs of a change in the construction of the 
teacher which relate to a discursive shift in the construction of the subject and the 
child. In brief, by 1995 both the child and the subject have become problems. The 
child is now 'at risk' and there is a need for intervention to avoid a 'literacy crisis'. 
The naturally developing child of the optimistic 1960s, 1970s and 1980s has been 
replaced by the 'at risk' child of the 1990s. Given this anxiety, in 1995 the early years 
of school become the site of considerable government attention and funding, and 
the junior primary teacher, as conduit of literate competencies, consequently be-
comes the site for compulsory training and development. 
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• 1962 Course of Instruction for Primary Schools: English 
In 1962 the early-years teacher is provided with a 'course of instruction' for the 
subject English. In the Foreword from the Director of Education, the teacher is told 
the course will 'provide guidance and assistance' -a patriarchal tone of wise over-
sight is present. The teacher is cast as an obedient and diligent worker. There is a 
sense of the writers having an institutional authority over the teacher, and there is 
little effort given to justifying the advice. The authority of the document is estab-
lished in the Foreword through the display of a hierarchical list of Education De-
partment leaders who wrote the material, and the imprimatur of the Director of 
Education. Apart from the occasional 'it is thought' and one brief quotation, there 
are no appeals to outside authority for justification. The teacher is constructed as the 
implementer of a prescribed course, and guided in that implementation by an em-
ploying system that needs to do little to establish its authority. The teacher is also a 
woman and-at all times where discussion of the child calls for a pronoun-the 
child is referred to as 'he'. The pairing employed in the document is between a 
female teacher and a male child. 
The document stakes its claim for English in the first two sentences of the 
Introduction: 'The greatest benefit the school can confer on the child in this coun-
try is skill in the use of the English language, in particular the ability to read. English 
is the essential subject of the curriculum' (Education Department of South Australia 
1962, p. 9). Through this document, English is proclaimed a key site within the 
curriculum and the central work of the primary teacher.3 This is evident through 
assertions such as that quoted above and in the ways English is shown in relation to 
other subjects. For example, a time allotment in half-hour periods for Grades 1-7 is 
included. The subject areas are: English, Arithmetic, Handwork and Other Subjects. 
English is allotted over 40% of the total time available. 
In the document there are two claims made to justify the 'essential' nature of 
the subject. One of the justifications for English is that it introduces young citizens 
to their 'heritage'-in this case, English is a link for children with a set ofliterature 
which embodies the nation's cultural heritage. 4 Early-years teachers are told that 
nursery rhymes are the 'rightful heritage of children' (Education Department of 
South Australia 1962, p. 16). It is the task of the teacher to 'lead the child to enjoy 
many of the stories which form such a rich heritage of the English language' (p. 12). 
A scan of t~e many suggested reading lists and other resource materials in the docu-
ment reveals that this heritage consists largely of British and European works-from 
traditional tales of King Arthur and Robin Hood through to story collections and 
nursery rhymes. It reflects the heritage of the Empire rather than any notion of a 
particularly Australian heritage. In the list of recommended stories, just one of a 
total of thirteen sections is headed 'Australian Stories'. 
Working alongside the heritage justification for English is the construction of 
English as 'basic skills'. 'Basic' is used here in the sense of a fundamental prerequisite 
rather than to mean 'limited'. This rationale is most obvious in the sections on 
'reading' and 'phonics and word study' where skills are described and sequenced 
from the simple to the complex. 
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Phonics is an essential part of the English course; it is the basis for the teaching of 
spelling (p. 41, e1nphasis added). 
Having been trained to distinguish and blend sounds, the children should now be 
ready to associate sounds with the printed symbol (p. 37). 
(Education Department of South Australia 1962) 
In the 'infant grades' the subject is divided into three main 'headings' which 
are provided with a specific time allocation: 5 
Speech (stories, poetry, speech education, oral and written language)-8.5 
periods 
Reading-8 periods 
Phonics and Word Study-5 periods 
The allocation of a number of periods for each area of subject indicates the 
tight control exercised by the timetable through the documents. 
More time may be devoted to written expression [compared to oral language] toward 
the end of Grade II, but at no time should more than two of the 41I2 thirty minute periods 
be allotted to written language. These two periods will afford the opportunity for both 
free and directed work. 
(Education Department of South Australia 1962, p. 31, emphasis added) 
Of the three areas, reading is given pride of place in the subject English and is 
described as the basis of success in school: 'The ability to read is the most important 
single skill that a child achieves in his first years at school, and it is the basis of almost 
all his subsequent progress' (p. 34). 
The issue of content-the knowledge and skills children must learn-is han-
dled differently in different areas of the subject. In the area where the heritage 
rationale is employed (see 'Speech' above), more freedom is allowed for the teacher 
to select content. For example, the guides for selecting stories and poems to read 
aloud are reasonably open. In teaching stories, teachers are told that 'It is neither 
wise nor expedient to name certain stories as suitable for a grade or age' (Education 
Department of South Australia 1962, p. 13). Here teachers are encouraged to make 
a choice guided by the responses of the children. In those areas most closely allied to 
a skills orientation (Reading and Phonics and Word Study), the teacher is most 
proscribed. However, when teaching reading they are told that 'when the child has 
shown that he is ready for reading, the teacher should introduce him to the Happy 
venture reading scheme ... These books are prescribed for use in the infant grades' 
(p. 36). In both 'reading' and in 'phonics and word study' lessons, content is care-
fully described grade by grade. 
When we turned to the construction of the child subject in the document, it 
is not surprising that the tensions and patterns of difference that are evident be-
tween the various areas of the subject (speech, reading, phonics and word study) are 
also evident in the ways that children are described and named. 
In the teaching of stories, poetry, speech, oral and written language there is a 
great emphasis on the joyful and free child and the naturally developing child. For 
example, when introducing stories the infant teacher should 'prepare the children to 
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enter the full joy of the shared experience' (p. 12). In speech, the 'programme should 
follow the natural pattern of the child's speech development' (p. 20).Thus the speech 
area of English in which, as we saw above, the teacher has the most freedom, also 
allows students to be joyful and to develop naturally. 
It is in the sections on reading and phonics and word study, however, where 
(it could be argued) the serious work of the teacher is constructed in terms of 
teaching basic skills, that different ways of naming and describing children are de-
ployed. Here, the child is described as the product of a background and as having 
individual ability.The child's background is described in relation to what 'he' has to 
learn in school. Background is seen as causally related to whether the child is ready 
or not ready for learning. 
Children differ in the extent and variety of their social contacts.Those who come from 
happy homes with wisely exerci>ed control will probably feel secure and confident 
enough to join in group and class activities and to carry out simple tasks. Such children 
are emotionally ready to read. On the other hand children who have not been accus-
tomed to playing with other children, or who have been continually thwarted, will 
require time and help to mature. 
(Education Department of South Australia 1962, p. 34) 
In addition to being the products of their background, children are also de-
scribed as having individual 'ability'-differences between children are seen as evi-
dence of children's differential facility with language. Ability is not necessarily fixed 
but can be improved by the teacher who is alert to deficiencies and who provides 
the instruction required by each child. The appropriate way of doing this in reading 
is through ability grouping: 'Children differ widely in their reading ability. Some 
form of grouping will enable each child to advance according to his individual 
ability and to be given more practice in reading' (p. 38). Notions of background and 
ability come together at many places in the document in the concept of'readiness' 
in relation to reading. For example, teachers must determine readiness by taking 
into account factors such as physical, emotional and mental maturity. Such maturity 
is determined by background experience (a home where there are interested par-
ents, family outings and books in the home), and ability as evidenced by mastery of 
speech and visual and auditory skills: 
There is a growing awareness of the range of individual differences among children. 
This ha~ led to a greater flexibility in the teaching of reading and to a greater sense of 
responsibility for the teacher to recognise the right time at which each child should 
begin to read. 
(Education Department of South Australia 1962,p. 34) 
The construction of the child subject and the subject English work in com-
plementary ways. Heritage and basic skills justifications exist side by side in different 
sections of the document and evoke multiple constructions of the child, which in 
turn have a major impact on the way the teacher is constituted. A particular amal-
gam of tasks and roles is created for the teacher. It is to these that we now turn our 
attention. 
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The 1962 document foregrounds the child's rights to enjoyment and pleasure 
in the English classroom. The teacher is charged with the provision of enjoyable 
experiences around the production and interpretation of texts, both spoken and 
written. The document promises that the 'wise teacher' can bring 'life-long delight' 
through the enjoyment of poetry and stories: 
She should also prepare the children to enter into the full joy of the shared experience 
(p. 12). 
The one hour weekly half-hour period which has been provided may be taken in two 
shorter periods, as sustained concentration may tire the children and dull their enjoy-
ment (p. 16). 
Some [stories] should be for pure fun or joy (p. 13). 
The teacher may take games and activities with the whole class in a spirit of lively 
interest and fun (p. 48). 
(Education Department of South Australia 1962) 
The task for the teacher is to ensure that children are happy, confident, re-
laxed and free to express themselves. Here the figure of the female teacher is brought 
strongly into play-rather like a mother, she is to provide, listen, watch and wait. 
In primary schooling we can a uncover a remarkable congruity in the positioning of 
the teacher and the assumptions about the mother who must provide a 'facilitating 
environment' for the production of rationality. The teacher was to become a passive 
observer, watching the unfolding of development. Like mothers, teachers' passivity is 
vital to the possibility of children's activity. 
(Walkerdine 1985, p. 209) 
The development of children's skills and ability in English is made contingent 
on the teacher being able to make the classroom a site for pleasure-she becomes 
the servant of the child's pleasure.The teacher is to ensure that students come to find 
these language dispositions and practices pleasurable and anxiety-free. It is never-
theless pleasure of a particular kind, based around an amalgam of cultural heritage 
(the joy of poetry, rhymes, and story), child development (play and drama), and 
democratic citizenship (displays of free speech).The teacher is to be reassured by the 
document's contentions that 
From their earliest years, children enjoy the rhythmic lilt, the cadence of words. 
(Education Department of South Australia 1962, p. 16) 
Above all, the child must want to read. If he comes from a home where reading is a 
habit and a source of pleasure, he will already have an interest in books. The greatest 
good fortune any child can meet is that he has constantly been read to; authorities 
agree that this is the finest motivation of all, and this the teacher must give if the home 
has failed him. 
(Education Department of South Australia 1962, p. 35) 
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Speaking, reading and writing must be constructed as occasions of pleasure in 
order that desire and then self-motivation can take over. If the teacher is successful, 
there will be an output from the children which the teacher can observe, diagnose 
and assess. Those children who are diagnosed as not ready, or lacking in a target 
ability, must then be motivated to learn. Because the development of English skills 
is constructed as a problem of motivation of the individual, no long-term difficulties 
with remediating such children are foreshadowed. If the teacher is able to create 
situations which are stimulating and enjoyable, she will provide the motivation. This 
she can do by preparing herself to present the story 'really well' (Education Depart-
ment of South Australia 1962, p. 12). 
The pleasure principle is also extended to the teacher as children's enjoyment 
is made contingent upon the teacher's attitudes and displays towards the perform-
ance of the stories and poems. Teachers are exemplars-those who demonstrate 
their own joy and sensitivity as writers and readers: 'The teacher can give delight 
only if she herself is sensitive to poetry' (p. 16). The rationale here is that the teacher 
should embody the attitudes towards texts that the curriculum requires her to instil 
in her students. In the 1962 document, the aesthetics of the teacher must first be 
trained through her own reading of texts, and a number are suggested for her edifi-
cation. If she is to enhance children's sensitivity to the beauty of words, she must 
look first to her own sensitivity. Children's delight depends on her, and there is no 
question that children's delight should be her goal. 
Part of the teacher's careful preparation is that she engage in work on herself 
as a literary person, in order that she can be the example she needs to be. She must 
be, and be seen to be, a model of the mature literary adult which the children are in 
the process of becoming: 'By reading the chosen poem aloud to herself several times 
before presenting it to children, the teacher will absorb its character' (Education 
Department of South Australia 1962, p. 16). 
Through her example and through the provision of pleasurable experiences 
with language, children will naturally develop their 'skill in the use of the English 
Language' (p. 9). The curriculum lays out how the teacher must ensure this, and 
one way is by controlling her teacherly impulses to intervene until an appropriate 
time. Throughout the document, the teacher is advised to avoid directing, inter-
rupting and correcting. Her task is to be an enabler of the developing child (Green 
forthcomin~). Such faith is placed in the patterns of normal development, as laid 
out by child psychology, that there is no need for the teacher to direct: 
It is not necessary for all unfamiliar words and phrases to be explained but there may be 
times when some interpretation would heighten the child's enjoyment. The teacher 
may plan to give this in other lessons, such as Social Studies, Nature Talks and Art, 
before presenting the poem (p. 16). 
The teacher's role is to guide and stimulate rather than direct (p. 20). 
The skilful teacher can arouse a lively interest in the topic so that the children will 
want to write about it. She may enlarge their knowledge if the opportunity arises, but 
she should avoid any tendency to formulate their thoughts (p. 32). 
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The teacher should move quietly round the class during the lesson, encouraging the 
children in their efforts. She should not disturb children engrossed in writing in order 
to correct their mistakes, but should be available to those who request help (p. 32). 
(Education Department of South Australia 1962) 
When the child talks, writes or listens, the teacher is to privilege the child's 
activity over her own. There is a sense in which an over-zealous teacher may con-
taminate the moment if she is not careful. Unless the teacher can provide informa-
tion which enhances the child's enjoyment without influencing his thinking, she 
should withhold any interruption, correction or explanation, postponing such forms 
of teacher talk until another time. In the 'speech education' lesson, she should be 
more concerned with 'establishing of the right environment for free speech devel-
opment':'At this stage it is more important to encourage free speech than to correct 
it' (Education Department of South Australia 1962, p. 19). 
As Walkerdine has noted in regard to the dominance of child-centred 
pedagogies at this time: 'The teacher does not actively teach, indeed must not teach, 
but must passively become part of the facilitative environment which observes and 
monitors the sequence of natural development' (Walkerdine 1985, p. 208). 
The primary school teacher in the era of child-centred curricula was consti-
tuted in relationship to the child's development, while at the same time the child's 
development was contingent on what she provided, her sensitivity and the timing of 
her interventions: 
The teacher should not only be encouraging in her manner and convey to each child 
that she is sincerely interested in what he has to say, but she must also be convinced of 
the right and need of each child to express himself freely and courteously. A sympa-
thetic audience is essential. The teacher should set an example to the children by her 
own attentive listening. She should not interrupt the natural free speech of a child, in 
order to correct his mistakes, but should make a mental note of any error and attempt 
to correct it in a special period. 
('Correct Speech Forms', Education Department of South Australia 1962, p. 28) 
The above statement summarises neatly how the 1962 teacher is constituted. 
She is to be 'encouraging', 'sincerely interested', 'sympathetic', 'attentive' to facili-
tate the 'natural free speech of a child'. She is, in effect, the maternal provider par 
excellence. However, while she is not to interrupt, she 'should make a mental note of 
any error' so that she can 'attempt to correct it in a special period'. This statement 
incorporates the logic of the document. The teacher must provide stimulating and 
pleasurable experiences, model her own appreciation and understanding as a Eng-
lish language user, and then carefully watch and listen to the child. She is not to 
correct, direct and interrupt in case this is anxiety-producing, interfering with the 
freedom the child needs to develop and blocking the cycle of satisfaction and moti-
vation on which development depends. However, she is to note errors and mistakes 
and deal with them later, perhaps in a social studies lesson. Ultimately the teacher 
must diagnose and remedy any problems demonstrated by the individual child: 
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The teacher should watch for any defect (p. 34). 
The teacher should aim to diagnose and remedy any apparent weaknesses (p. 46). 
The first task of the teacher is to ascertain the child's ability to conmmnicate with his 
fellows (p. 12). 
Free natural conversation with each other and the teacher. A note should be made of 
poorly produced sounds (p. 42). 
(Education Department of South Australia 1962) 
The teacher is continually reminded of her 'responsibility' to correctly diag-
nose and to provide the right instruction for each individual. The need for the 
teacher to set up situations in which the child can be free to use language naturally 
is, in part, to ensure that each individual can be monitored and diagnosed. The 
point of diagnosis is where the teacher is to use her professional knowledge in 
classifying the abilities of each individual child, in order that the child is placed in 
the right reading group, given the right texts and practice and so on. The logic is 
that the child should feel free to produce without fear of mistakes under the gaze of 
the watchful teacher, who is in fact looking and listening for' defects', 'weaknesses', 
'errors'. The trick is to convince the children that errors and mistakes are to be 
expected and are normal, while the teacher must be vigilant in diagnosing and 
correcting such deficiencies. 
The teacher's position in the 1 962 document is somewhat paradoxical, in 
that she is to have 'faith' that children will develop, yet she is to maintain a constant 
surveillance of the performance of each individual in order to diagnose and remedy 
deficiencies. This is the lot of the early childhood teacher-to continue the mater-
nal nurturance of the naturally developing child, to oversee his transition to the 
literate and language practices of the formal educational institution, and if the child 
does not 'develop', it is her responsibility to spot the problem and fix it. These 
interweaving and overlapping roles emerge from the construction of the developing 
child within the subject English, informed by a cultural heritage version of English, 
a skills-based theory of reading development, and a broader commonsense version 
of the normal child as shown in Figure 2. The teacher and her pedagogy are built 
around a composite picture of the normal child's progress towards the desired adult: 
Our visions of ourselves and our children are inextricably linked: We label adults and 
children! ;is categorical opposites and then use the concept of'development' to con-
struct a path from the childhood of our past to the maturity we seek in our present. 
We have taken the 1962 teacher as our point of comparison in this historical 
analysis. In examining later documents, we consider in what ways the 1962 teacher 
has been 'rewritten' in the official departmental documents for and about junior 
primary English teachers from that time to the present. 
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• Figure2 
Writing the teacher in 1962 
The subject 
'English' 
The essential subject of the curriculum 
Providing a literary heritage 
Teaching basic skills The teacher Division into' infant' and' primary' 
Reading 'the most important single skill' The female teacher ('she') 
Careful allocation of time ~ Teacher as obedient and diligent worker Sequencing of knowledge and skills Teacher as provider of pleasure 
Teacher as exemplar 
' 
Teacher as enabler 
/ 
Teacher as diagnostician 
' The child 
The male student ('he') 
The child of individual ability 
The naturally developing child 
The joyful and free child 
The child as product of a background 
• 1978 Guidelines: R-7 Language Arts 
Like the 1962 document, the 1978 Guidelines stake a claim for the study of the 
subject English to be the defining point of the primary school curriculum. In 1962 
English is the 'essential subject of the curriculum'. Now, in 1978, Language Arts is 
'a web which holds together and makes sense of the whole curriculum' (Education Depart-
ment of South Australia 1978, p. 5, emphasis in the original).While maintaining the 
importance of the subject, the Guidelines move English from being a key site within 
the primary school curriculum to a subject that is the centrepiece oflearning in and 
across the whole curriculum. The major claim for Language Arts is that 'language is 
central to all learning' and' our prime means of communication and of understand-
ing new information'(p. 6).Therefore,in tones reminiscent of the 1962 document, 
teachers are told that 'development of the language arts is fundamental to education' 
(p. 6, emphasis added). 
The Guidelines largely avoid the many 'shoulds', 'musts' and 'mays' of the 
1962 document. However, the section on the role of the teacher directs some im-
peratives to teachers in specifying the professional awareness and knowledge the 
document deems as essential for their work. Here the work of the teacher arises out 
of the theories oflanguage acquisition that underpin the subject: 'The teacher must 
be able to determine the potential of each experience as a stimulus to new language 
and a development of the existing language repertoires of the child' (p. 11 )·. This 
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imperative is central to the way that the 1978 document works. Throughout the 
document, the text specifies what children learn or do 'when' or 'if' the teacher acts 
in a specified manner. Here we have a 'contingent' teacher. Readers can count 
themselves as proper teachers if they match the ideal presented or when they provide 
the experiences and support that the language theory suggests they should. 
The focus on language and learning is justified by building the Language Arts 
curriculum upon research and theorising about language acquisition and use (e.g. 
the work of Halliday, Tough, Clay is cited directly). This research constructs the 
child as actively making sense of the world and learning how language works through 
its use in everyday contexts with supportive adults. This research provides the au-
thority for the document's construction of English as Language Arts. Throughout 
the document, there are consistent appeals to research and theory and provision of 
quotations from contemporary theoreticians: 
In light of what is currently known about language acquisition and development, 
emphasis in this statement is placed on these aspects. 
The centrality oflanguage in all learning 
Children learning language by using it to make sense (the achievement of this 
may require more direct teacher involvement for particular children) 
Children learning to use language effectively for differing purposes 
Children developing competence in using language appropriate to the situation 
and audience 
The development of skills of listening, speaking, reading and writing in a 
context that has meaning to the child. 
(Education Department of South Australia 1978, Introduction, p. 3) 
The heritage focus is almost entirely absent from the Guidelines and so too is 
the certainty about what should be learned and in what order in areas such as 
reading, phonics and word study. Now there is a focus on the development of 
language competence through purposeful use. Variety, balance and broad experi-
ence become the touchstones appropriate for a subject which straddles the curricu-
lum. The content of the subject has become 'authentic' experiences or language use 
for 'genuine' reasons: 'i.e. what the children do is its content' (p. 17). 
The Guidelines largely uncouple the subject from the grade level-except for 
the title, there is virtually no reference to grades or years. Because language learning 
occurs acro~s the curriculum and beyond school as a lifelong process, learning of 
valued knowledge and skill can no longer be tied tightly to grade levels. Teachers are 
encouraged to see students as individuals who bring to school different kinds of 
experience and who learn at different rates. The document portrays a society of 
'many cultural groups' where the differences between the experiences children bring 
to school, and their consequent competency in language use, can be expected and 
accommodated: 'The language arts programme should not only recognise these 
differences but it should also positively avoid discrimination against children on the 
basis oflanguage code or stage oflanguage development' (Education Department of 
South Australia 1978, p. 7). 
Time is no longer to be tightly controlled and related to content. The teacher 
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must have 'an understanding of, and sensitivity to, the functions and processes of 
language acquisition' (p. 3).With such knowledge a teacher needs 'guidelines' only, 
not a course of instruction. The curriculum which was meticulously described and 
prescribed in 1962 was now to be devised by the teacher, based on professional 
knowledge oflanguage theory and research. 
There are continuities from the 1962 document in the construction of the 
child subject. The 'joyful and free' child is still present, and this child gains pleasure 
and enjoyment from involvement in language arts. The naturally developing child 
remains too and is evident in the ways teachers are cautioned not to form barriers to 
children's learning: 'Insistence that all children should use "standard" forms oflan-
guage on entrance to school will erect barriers to learning and to the formation of 
a positive self-concept' (p. 7). 
However, in the 1978 Guidelines, the emergence of theories of language ac-
quisition and use reconstitute the child first and foremost as an effective language 
user and developer of competencies. The 'child of a particular background' is main-
tained from 1962 into the 1978 Guidelines. However, while children's backgrounds 
in 1962 mainly served to identify which children did and did not have appropriate 
preparation for school, in 1978 there is an attempt to move discussion of 'back-
ground' to new territory. The focus on acquisition and competencies is the key to 
this move. According to the Guidelines, competencies exist along a range and some 
may be considered as 'unique to their [children's] cultural groups'. Teachers are 
urged to see these unique competencies as a resource of 'rich opportunities for 
language growth,' rather than a marker of problems (p. 7). Standard forms of lan-
guage and the conventions of print are represented as other sets of competencies to 
be experienced and acquired in the appropriate school environment: 
The aim is to develop and extend the language competencies and language range of all 
children by building upon the language they bring to school. In this way children will 
retain the rich resources of personal language as well as becoming increasingly compe-
tent in the use of socially accepted conventions of language appropriate to particular 
situations. 
(Education Department of South Australia 1978, p. 9) 
In 1978, then, background is represented as contributing to a set of compe-
tencies and a set of possibilities for the teacher to act upon. 
Overall, in constructing the subject English (Language Arts) and the child 
subject in 1978, the key move has been the insertion of theories oflanguage acqui-
sition and use. These theories have had a direct impact on how the subject is justi-
fied and described, and on the kind of child teachers are urged to produce. This in 
turn has had an impact on the construction of the teacher. 
The main section, on the teacher's role, provides statements about what teachers 
can do and be-examples oflearning and thinking; arrangers oflearning situations; 
providers of information and help; monitors and recorders of progress; managers of 
classroom organisation. Under each of these headings, teachers are not told directly 
what they should or must do; rather, they are shown the sort of teacher they could 
be, contingent on particular behaviours and attitudes: 
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Teachers themselves are influential examples of how to learn and think [f they: 
• show compassion, warmth and understanding in helping children to build a 
positive self image ... 
Teachers arrange language learning situations when they: 
• set up encounters and conversations ... 
Teachers provide information and help when they: 
• explain how to improve communication, and provide opportunities to do so ... 
Teachers monitor and record progress when they: 
• maintain appropriate records of children's accomplishments ... 
Teachers manage classroom organisation when they: 
• plan with the children. 
(Education Department of South Australia 1978, pp. 13-15, emphasis added) 
There are strong echoes of the 1962 document here, in that the teacher 
continues to be constituted as exemplar, enabler, and diagnostician. The emphasis 
on pleasure and enjoyment is also sustained. 'Awareness of the enjoyment to be 
gained from receiving and using language' is stressed on page 3. Where reading is 
concerned, the document emphasises that:' The task of the teacher is not merely to have 
a class of children who are able to read, but also to have a class cif children who are eager to 
read, and who do so' (Education Department of South Australia 1978, p. 25, emphasis 
in original). 
Language 'competencies' continue to be constituted as the objects of desire: 
The aim of such a progranune [Language Arts] is to develop the child's ability and 
desire to listen, speak, read and write (p. 3). 
Teachers should ensure that children have time each day to enjoy books and to engage 
in sustained silent reading for pleasure (p. 26). 
The new move in the document is the pairing of enjoyment with informa-
tion: 'Encouraging children to select and read from a variety of sources for enjoy-
ment and information' (p. 28). This is consistent with the functional model oflan-
guage use and acquisition upon which the guidelines are based. Enjoyment is re-
constituted as a purpose for reading, along with finding and using information (p. 27). 
Thus, rather than enjoyment being deployed as a motivator, as in the 1962 docu-
ment, here it becomes part of the functional model as a purpose for reading, as the 
flip side of information. The teacher is to combine these pleasurable experiences 
with the authentic use of language for everyday purposes, of which enjoyment is 
one. 
By 1978, the first point explicating the teacher's role reads: 
Teachers themselves are influential examples of how to learn and think, if they: 
• show compassion, warmth and understanding in helping children to build a 
positive self image; 
• listen with genuine interest; 
• communicate information; 
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• show curiosity; 
• write both personally and formally to the children; 
• answer questions; 
• pause to think; 
• allow children to pause to think; 
• seek the opinions of others; 
• read aloud and take on dramatic roles; 
• admit gaps in their understanding; 
• question unreasonable statements; 
• show how to solve problems by reasoning; 
• share experiences with children; 
• talk with children; 
• are seen to read for pleasure and information; 
• discuss reasons for actions and attitudes; 
• show enthusiasm and enjoyment in using language. 
(Education Department of South Australia 1978) 
The teacher is, then, first and foremost an example of how to learn and think. 
The overarching statement constitutes the 'teachers themselves' as 'influential exam-
ples', if they display the listed authorised behaviours for proper learning and think-
ing as defined by the document. What the teacher is to exemplify draws on a blend 
of maternal, psychological and educational discourses. The teacher must 'be seen to 
read for pleasure and information', 'to show enthusiasm and enjoyment in using 
language', to 'read aloud and take on dramatic roles', to 'write personally and for-
mally to children'. In this way the teacher is constituted as a particular kind of 
literate and pedagogical subject-in this case, the product of progressive educational 
discourses, emphasising authenticity, pleasure, and a functional model of language 
in use.The assumption evident here is that the teacher is able and willing to be such 
an example. Teachers are also to exemplify the generic learner. For example, to 
'show how to solve problems by reasoning' could just as easily appear as advice to 
the maths teacher or in a behaviour management policy. The implications for Lan-
guage Arts are not spelt out. Other behaviours and attitudes which she is to exem-
plify could also be derived from a model of the developing child, including for 
example, 'show curiosity', 'pause to think'. A particular kind of teacher subject is 
being shaped from theories of the subject, language use, learning and child develop-
ment. 
Knowledge of language development is also linked to the teacher's role as a 
diagnostician: 
The teacher must be able to determine the potential of each experience as a stimulus 
to new language and a development of the existing language repertoires of the child. 
This requires the teacher to be sensitive and responsive to the processes of language 
development and to be aware of the dimensions and patterns oflanguage growth. 8 
(Education Department of South Australia 1978, p. 11) 
The footnote refers the teacher to the work of Halliday and Tough for further 
information. The teacher is advised to 'note areas of strength and weakness'; to 
WRITING THE TEACHER 135 
'prescribe appropriate new activities'; to 'monitor the direction and pace of devel-
opment'; and to 'intervene with help where appropriate'. A medical discourse is 
evident here in the choice of vocabulary such as 'prescribe'. Later the document 
advises teachers that a balanced reading program will involve them in 'working 
diagnostically and prescriptively to identify weaknesses of individual students and to 
provide needed instruction, either one-to-one or within flexible groups' (p. 29). 
There is also a section devoted to 'Testing to diagnose weakness' which rec-
ommends that teachers listen to children speak and read in order to identify 'prob-
lems' and 'errors'. Hence, in 1978, the teacher using her professional knowledge of 
skills and development is explicitly encouraged to make diagnosis a central part of 
her role. While the child is constituted as a developmental subject, also in evidence 
are the beginnings of the moves for the teacher to intervene. However, her inter-
ventions are to be done on the basis of individual diagnosis. In effect, the teacher's 
professional knowledge is to be used in constructing opportunities and watching for 
the children to demonstrate problems in using those opportunities. In constituting 
the child, an amalgam of skills, proficiencies and natural developments is incorpo-
rated in this document. The teacher must be able to work out in which situations 
she can expect and look for a particular kind of child. In reading, for example, as 
was the case in 1962, particular skills can be identified and tested, whereas in speak-
ing and writing, the emphasis remains on children exploring different purposes and 
contexts. 
The document abounds in 'dot points'-long lists of tasks, roles and behav-
iours. Such an approach to writing is eminently suited to committees, and allows 
for the conglomeration of contradictory views of the subject and the child which 
the teacher is expected to accommodate as part of her cumulative ensemble of roles 
(see Figure 3). 
• Figure 3 
Writing the teacher in 1978 
The subject 
'Language Arts ' 
Central to all learning 
Language acquisition 
Authentic and enjoyable experiences in 
language use 
The child 
The child as effective language user 
The naturally developing child 
The joyful and free child 
The child as product of a background 
The teacher 
The contingent teacher 
Teacher as provider of pleasure 
Teacher as exemplar 
Teacher as enabler 
Teacher as diagnostician 
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Despite the sixteen-year gap, the 1978 teacher has much in common with 
her 1962 counterpart. She is still to provide pleasure, act as an example, enable the 
child to develop naturally, and to diagnose any problems. However, what she is to 
diagnose (the child) and what kinds of skills and dispositions she is to foreground 
(the subject) have altered. Her effectiveness as a teacher is now contingent on her 
knowledge and ability to translate new theories oflanguage acquisition and use into 
her teaching and diagnostic practices. 
• 1984 Early Literacy lnservice Course 
The 1984 Early Literacy lnservice Course (ELIC) was a follow-up to the curriculum 
documents developed in the series begun by the 1978 Guidelines. Unlike the 1978 
materials, ELIC is directed exclusively at the junior primary teacher. 
In ELIC, teachers are quite frequently spoken to as 'we', especially in core 
professional reading articles. However, this is a generic abstract 'we', implying the 
same ideal and contingent teacher of 1978. In addition, ELIC is not a stand-alone 
text, but a ten-week inservice program: 'If we want to be the best possible teachers, 
then we need to be successful learners about our craft' (Education Department of 
South Australia 1984, Unit 10, p. 17). Just as in 1978, there is little to suggest that 
the Education Department is telling teachers what to do. It is the research which 
guarantees the relevance and authority of the documents. Compared with the 1962 
document, there has been a change in some of the areas in which the teacher can 
exercise freedom and choice. There is less emphasis on specified content, even in 
reading, and no time allocation. However, there is still strong prescription of the 
sorts of attitudes teachers must have towards students and in the methods to be 
employed. While ELIC never explicitly states that the teacher should not teach 
phonics directly as in a skills approach, the carefully constructed contingent teacher 
is displayed as doing other things. The document produces the improved profes-
sional teacher in part by what is absent, deleted and backgrounded (as indeed was 
phonics). 
Embracing the new label ofliteracy,6 ELIC focuses on reading and writing. 
While the emphasis on reading is sustained, writing is now promoted to equal 
status. The materials explore and explain reading and writing processes, yet oral 
language, or 'speech' as it was labelled in 1962, is absent as a subject focus. 
Continuing strongly from 1978 is the focus on children's experiences as the 
basis for their development. Authenticity, purposefulness and feedback from sup-
portive others are seen as elements of these experiences. Now, in Units 5 and 8, 
'reading experiences' and 'writing experiences' are described which are to form the 
basis of the teacher's program (see Figure 4). Here we see a development from the 
1978 call to teachers, to provide experiences to build upon children's learning from 
the home and the community. Now the nature of those experiences and of related 
teacher support is codified and laid out in programming terms. 
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• Figure4 
Experiences for reading and writing development in ELIC 
Reading experiences (Unit 5) Writing experiences (Unit 8) 
Frequent reading practice Writing frequently 
Shared book experience Reading frequently 
Children writing their own stories Seeing models of the process 
Children dictating their own stories Sharing writing 
Responding to reading 
Listening to stories 
Within these experiences,ELIC provides guidance about the sorts ofreading 
and writing that children will be expected to do. Here children are reading and 
writing for their own purposes and reading a 'variety' of materials. Stories and 
poetry remain important. All the examples of'suitable' texts for children are stories 
(picture books), and in the writing program it is practice in writing stories that is 
emphasised. Thus, while the cultural heritage model is not an obvious focus, it does 
not disappear altogether. 
ELIC establishes a normalised account oflearning to talk which can be trans-
lated by the teacher into the classroom environment. These 'Basic conditions of 
language development'7 amount to a reassertion of the naturally developing child as 
a focus of the English curriculum. Now children learn language when: 
they are immersed in it 
it fulfils their own needs and purposes 
others trust that they can learn and expect that they will 
they receive positive responses to their attempts 
they get the help they need when they need it. 
(Education Department of South Australia 1984, Unit 1, p. 10) 
As well as codifying experience and providing a model of'natural develop-
ment', ELIC provides an account of the naturally developing child specifying the 
observable behaviours which count.The child who is functioning healthily is a 'self-
motivated, self directed and self regulated learner' (Education Department of South 
Australia 1984, Unit 5, p. 14). ELIC provides lists of behaviours which teachers are 
to use to 'assure ourselves that children are developing, or at least on the right track' 
(Unit 5, p. 17). The naturally developing child can therefore be brought under the 
gaze of the tpcher and checked for appropriate 'progress'. ELIC goes further than 
describing generic evidence of healthy functioning to describe student behaviours 
in relation to stages of reading arid writing development. In reading, there are' emer-
gent', 'early' and 'fluent' readers (Unit 5), while in writing there are the stages 
labelled 'beginnings', 'print orientation' and 'power over print' (Unit 7). The natu-
rally developing child is normalised and codified as a staged learner, facilitating the 
teacher's role as diagnostician. 
ELIC combines a psychological child subject with theories of language de-
velopment. With the right language development 'conditions', children will learn 
138 TEACHING THE ENGLISH SUBJECTS 
literacy naturally. In 1984 'adults have no choice but to trust that children can do it 
themselves' (Unit 5),just as in 1962 'the school should provide the kind of environ-
ment in which speech can develop naturally' (Education Department of South Aus-
tralia 1962, p. 12). While in 1962 the naturally developing child was mainly re-
stricted to the 'speech' division of English, ELIC inserts this child into reading and 
writing. 
ELIC continues to assert the importance of the joyful and free child,just as it 
does the naturally developing child: 
The complexity of the tasks oflearning to speak and to read are such that adults have 
no choice but to trust that children can do it themselves. The role of adults is to 
provide the help, resources and encouragement which will support children's learning. 
(Education Department of South Australia 1984, Unit 5, p. 19) 
A combination of postwar optimism and faith in the supremacy of democ-
racy produced an ideology which states that the child must speak and write 'freely'. 
Enjoyment and satisfaction are thus inserted into 'natural development' and recast as 
evidence of'self-motivation' and a sign of'healthy functioning' .Views of the subject 
and views of the learner are intertwined and influence the construction of the 
teacher. 
We find once again in ELIC that it is the teacher's role to focus on enjoyment 
and pleasure in the subject. 'Showing your enjoyment of reading and writing' is 
listed as a key element of the teacher's role. This is a strong continuity over all three 
documents. From the 1962 English Course ef Instruction to the 1978 R-7 Language 
Arts Guidelines to ELIC in 1984, the teacher was exhorted to provide the student 
with pleasurable experiences in the English/Language Arts/Literacy classroom. The 
rationale was that when students discovered the satisfactions to be had from lan-
guage activities, they would be self-motivated to engage in such activities further, 
and from this engagement development would naturally occur. Motivation for liter-
ate work was supplied by reframing it as pleasurable, natural and like play. 
In the Early Literacy Inservice Course, the need for teachers to be exemplary 
language learners enjoys even greater emphasis, as it is justified theoretically through 
reference to theories of language acquisition and analysis of children who learn to 
read and write before formal schooling (following Holdaway 1979). In ELIC the 
emphasis is on providing models and demonstrations. At the end of Unit 1, for 
example, teachers are asked to consider: 'How do you demonstrate the acts of read-
ing and writing to the children in your class?' 
In the unit on 'Encouraging reading development', the importance of' dem-
onstration' as a pedagogic technique is explained further. The teacher as exemplar is 
not simply showing enjoyment or particular attitudes to reading, but is actually 
displaying what a competent reader does, in order that children can understand 
what the reading requires of them. 
Using demonstrations of the reading process in action-predicting, checking, con-
firming or self-correcting-is a means by which teachers can lead children's develop-
ment in reading by showing them what it is that they must learn to do for themselv~s. 
(Education Department of South Australia 1984, Unit 5, p. 21) 
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The teacher's task, then, is to allow children to see the process in action, to 
make visible through her own example what children must learn to do. Thus she 
must behave as a competent reader, but she must do it slowly and with verbal com-
mentary in order that the child reader can see what is going on. The teacher's 
demonstrations must therefore anticipate what it is that the learner readers need to 
see and hear. In ELIC, then, the teacher as exemplar is not only modelling aesthetic 
appreciation and a positive attitude, but the very process itself. Her own displays of 
reading and writing are an enabling tool for the developing child, a living enact-
ment of what they must do and become. 
Ultimately, in ELIC, the teacher and learner subjects become blurred with 
similar learning theories applied to each. In Unit 10 the professional reading, enti-
tled 'Learners in our own classrooms', promotes a reflective practitioner stance, and 
argues for the usefulness of theory in making teachers powerful over the demands 
which are placed on them. However, the teacher is then likened to the developing 
child and a theory of early literacy learning is applied to how teachers must be: 
We must be learners in our own classrooms. Like learning to read and write, teaching 
is a very complex task. It therefore similarly demands that the learners (teachers) 'gov-
ern the complexities of the process', and remain in control of their own learning. 
If we are successful learners in our own classrooms then we will have the same charac-
teristics as children who are functioning healthily. 
(Education Department of South Australia 1984, Unit 10, p. 16) 
The proposed similarities of all learning are stressed. The teacher is exhorted 
to be like the child learners she teaches, and to look for the same characteristics in 
herself that she watches for in the behaviours of children. Thus the teacher must 
look to the model of the healthy developing child in order to assess herself. The 
same grid can be used to assess both child and teacher. 
The teacher of 1984 was also constituted as' observer', and was provided with 
training to ensure that she knew how to diagnose the behaviour which children 
presented. Her observations were to be 'systematic' .The booklets include proformas 
where the teachers chart such observations across pre-specified categories. For ex-
ample, Unit 1 suggests that teachers make notes on the following as they hear a child 
read: 
Accuracy with which the child reads 
Any difficulties s/he experiences 
Ways s/h~ resolves difficulties 
Any physical or emotional responses as s/he reads. 
(Education Department of South Australia 1984, Unit 1, p. 15) 
ELIC provided teachers with a model of the ideal naturally developing lit-
eracy learner-'the healthy functioner'-a 'normal', 'natural' child against which 
children's behaviours could be interpreted.The teacher's role was to diagnose where 
the child was on a developmental grid:__emergent, early, or fluent. This would help 
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the teacher match each child with the right book. Teachers were provided with 
specific techniques to make these professional assessments, including The Running 
Record and ways of analysing writing behaviours and written products. In ELIC 
the 'teacher as diagnostician' is emphasised and there is some urgency about this 
work: 'Unless detected early, inappropriate understandings and behaviours can be-
come longterm problems which limit children's reading progress' (Unit 2, p. 29). 
Techniques for diagnosis are outlined in detail, informing teachers of what to 
look for and how to interpret what they saw and heard, and how to interpret anew 
behaviours which they may have previously judged as problematic. For instance, 
behaviours such as 'unwilling to change writing once draft is complete', or 'will 
often produce a piece that does not stand on its own', 'crossing out/rubbing out 
appears in order to self correct errors', are reinterpreted for teachers as evidence of 
the child entering a new development stage where such behaviours are evidence of 
healthy functioning and natural development. 
• Figures 
Writing the teacher in 1984 
The subject 
'Literacy' 
Reading and writing processes 
Authentic experiences in language use 
Literary heritage 
Conditions for learning .....__,_---,-----_____.~ The teacher 
The contingent teacher 
Teacher as provider of pleasure 
Teacher as exemplar 
Teacher as enabler 
Teacher as diagnostician 
r The child / Teacher as learner (Reflective practitioner) 
..--------....-------./...._____ _ _______. 
The naturally developing child 
The healthily functioning learner 
The staged learner 
The joyful and free child 
In ELIC, then, the teacher's responsibilities for understanding what the child 
displays are foregrounded once again. What changes here is what she is to look for 
and how she is to interpret it. While the broad roles identified for the teacher in 
1962 and 1978 (see Figure 5) remain, now the teacher has been given an ensemble 
of specialised tools for interpreting what she sees and hears, and which will assist her 
in redirecting her pedagogy. 
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• Conclusion 
In each document, from 1962 to 1978, theories of the child and the subject English 
created roles for the teacher. Rarely was anything discarded. Demands for a new 
kind of child subject or to teach a new kind of subject English were met by adding 
another' dot-point' to the list or another section to the document. Thus the contin-
gent teacher became a cumulative subject with an ever-widening set of roles and 
responsibilities. There was a faith in the capacity of the teacher to respond, to take 
on new or repackaged responsibilities, in order to produce the child subject re-
quired, and there was great confidence in new truths generated by theory and re-
search. The faith in the teacher and in theories of learning and child development 
come together in a crescendo of optimism in ELIC in 1984: 
When we are able to explain how children learn and how we can most effectively support 
that learning then we are in a position of control ... Our theory gives us a way of making 
informed judgements about what it is important to attend to, how the things confronting 
us relate to one another, and which of the available materials and resources will best 
support children's learning. 
(Education Department of South Australia 1984, Unit 10, p. 16) 
On the evidence of Cornerstones, the 1990s marks a major discursive change 
in the construction of the junior primary teacher of English/Literacy. The subject 
'English' and the 'child' have been reconstituted over the last decade in ways that 
impact on the construction of the junior primary teacher. The child of the 1960s, 
1970s and 1980s documents was to be afforded time and freedom in order to de-
velop. Teachers were to provide opportunities and watch and wait for the develop-
ment to occur. Only if the child displayed problems which were likely to impede 
normal development was the teacher to intervene. The teacher was to use her pro-
fessional knowledge to make judgments about which mistakes or errors were evi-
dence of signs of healthy growth and which needed to be remediated. However, 
while the child was to be watched and closely diagnosed, there was a sense in which 
there was time for the teacher to wait, that literacy development was a life-long 
process, and that provided there was progress, all would be well. 
In the 1990s, however, the child is problematic and at-risk on arrival at school, 
particularly if a member of an identified disadvantaged group. Teachers are given no 
time to wait, or to provide pleasure and motivation; rather, they mus~ intervene and 
teach important skills: 
If we don't use the early years to teach at-risk children the very knowledge and skills 
they requlire in order to become confident and independent learners we are guilty of 
doing nothing to prevent them from experiencing early failure at school. 
(Education Department of South Australia 1984, Module 6, p. 21) 
The basis of this intervention is a wide-ranging mechanism of screening and 
diagnosis which extends beyond the gaze of the individual teacher into both a whole 
school plan and a departmental three-year strategy supported by statewide testing. 
There is little faith in the figure of the teacher herself; instead, she has become part 
of the problem: 'Instructional methods and materials now in use are failing large 
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numbers of students' (Education Department of South Australia 1984, Module 3, 
p. 11). 
This historical reading of the present allows us to understand some of the 
dissatisfaction among teachers that can be sensed in schools today. In 1995 we see 
the writing of an anxious teacher, pessimistic about her work, and responding in a 
highly disciplined way to widespread panic about literacy in public schooling. This 
teacher is very different to the teacher of 1984, 1978 and 1962. Gone is the sense of 
satisfaction and of enjoyment, and the faith in her efforts that are emphasised in 
those earlier documents. 
It is timely, then, to interrupt current discourse of panic about schooling to 
demonstrate how that anxiety and pessimism is being played out in classrooms and 
is affecting students' and teachers' lives. We need to ask what kinds of public institu-
tions and student citizens the current writings of the child, the subject and the 
teacher will work to produce.We especially need to consider if schools, as workplaces 
for teachers and children, are providing the sorts of freedoms and opportunities that 
are seen to be the right of individuals in Australia. 
•Notes 
Both of us have been involved directly over the past decade and a half in producing curriculum 
and professional development materials for teachers. For example, both authors contributed to 
Cornerstones, Unit 1 and Unit 4, Department for Education and Children's Services 1995); 
Cormack was a co-writer of a support document for the 1978 Guidelines and of the Early 
Literacy Inservice Course (Education Department of Sou th Australia 1984), while Comber trained 
Early Literacy Inservice Course tutors. 
2 Historically, the early years teaching has been constructed simultaneously as a low-status role 
often filled by women and as key to children's educational success. The need for children to 
acquire 'basic English literacy' in the first few years of schooling is never disputed, and conse-
quently the infant,junior primary or early years teacher has always been invested with this 
responsibility.Yet this responsibility was not matched by the salary scales, which were for many 
years lower than high school teaching, nor by the qualifications and training, which were less, or 
the promotions structure (limited). 
3 Such claims for English were not new to the 1962 document. English had been long established 
as the centrepiece of the primary and early years curriculum. King's (1982) study of the 
Newbolt Report in post-World War I England shows how English was established as key site for 
the training of citizens and induction into a national literate heritage. King (and Green forth-
coming) have argued that the ideal of the popular school teacher came to be reconstituted in the 
teacher of the subject English in the 1920s. 
4 Dixon (1967) identified the 'cultural heritage' model of English as one which justified the 
subject on the grounds of its providing a civilising effect on students and an introduction to 
common cultural experiences and values. 
5 Our experience of working in primary schools in the 1990s suggests that these divisions were 
treated as separate 'subjects' in the timetable by many teachers, and that these divisions have 
remained influential within the junior primary curriculum. 
6 See Green, Hodgens and Luke (1994, forthcoming) on the history of literacy debates in 
Australian media. 
7 Interestingly, these 'basic conditions' were developed separately and at the same time as 
Cambourne's (1984) similar conditions for natural language and literacy learning. Overseas 
researchers had a broad impact on Australian education with the work of Holdaway and Clay 
from New Zealand being particularly influential in this area. 
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Chapter 6 
Working out one's own salvation: 
Programming primary English teaching 
Jo-Anne Reid 
A detailed and carefully-planned work program is indispensable for well integrated and 
progressive instruction, and moreover it is an indication of a teacher's reliability. It is 
essential that it should always be planned in advance. To ensure that this is regularly 
done, it is a good rule not to leave the school on Fridays till it has been prepared for the 
following week. 
(Ellwood 1943, p. 199) 
There aren't many of us, I suspect, who didn't work late into the night early in our 
careers, possibly in the country, all but overwhelmed by the enormity and complexity 
of the programming task-knowing full well, of course, that tomorrow there would 
be classes to teach and yet another kind of struggling ... What is most striking about 
programming, recalled in this manner, is its intense isolation, its individualism. It is as 
if everyone is basically alone in the' existential' act of programming, just as can seem all 
too often the case in teaching itself. 
(Green 1990, p. 39) 
• Introduction 
The act of programming is characteristic of English teachers' work. It serves a cen-
tral and significant function within primary English teaching-very much a matter 
of both curriculum and classrooms, and very much taken for granted in teaching 
practice. This naturalisation, the 'commonsense' about programming in the folklore 
of teachers abd teaching, renders it both interesting and problematic for a consid-
eration of the history of the English subjects, and very much in need of systematic 
attention. Hence this chapter. In order to understand the everyday practices of 
classroom teaching, it is well worth paying some attention to questions of history. In 
this way we are able to relate the form and nature of programming today with the 
origins and development of programming over time. Whereas other familiar terms, 
such as 'classroom' or 'curriculum', have received this sort of attention elsewhere, 
taken-for-granted notions of 'programming' do need to be historicised-and thus 
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defamiliarised. As both Seddon (1989) and Hamilton (1990) have suggested, the 
value of such a history of the present 'rests upon its capacity to illuminate current 
practices and, in the process, to foster a better appreciation of the future' (Hamilton 
1990, p. 4). This may allow for a less conservative approach to practice in educa-
tional situations in the face of rapid social and cultural change. 
In this sense, programming can indeed be seen as a keyword for education 
generally, and usefully susceptible of analysis in terms of the 'historical semantics' 
(Williams 1976; Hodge 1984) and cultural formation of the word itself. Even more 
than other keywords within the discursive practice of schooling, such as 'curricu-
lum' and 'classroom', 'programming' has remained largely unexamined within the 
research field, and this chapter is an interim measure towards redressing this lack of 
attention. I draw on a range of Australian and English teachers' guides, elementary 
school syllabus documents, texts of public lectures, teaching examination docu-
ments, reports and journal articles by teachers and inspectors of schools, and train-
ing college textbooks, to provide a genealogical history of programming in Austral-
ian elementary schools from about the turn of the century to the present day. 1 
• Programming today 
Programming for English in primary schools today has been noted in official na-
tional, state and professional policy documents as being in need of specific attention 
(Department of School Education (Victoria) 1996; Board of Studies 1995; McLean 
& Campagna-Wildash 1994; Sandstrom & Tonkin 1994). The view expressed by 
Ralph Tyler (1949), that the aim of an efficient education system is to set out clearly, 
structure, teach and evaluate those objectives that the school and state see as neces-
sary for the production of the productive citizen, reflects the traditional paradigm of 
the concept of programming. Blenkin and Kelly commented in the early 1980s that 
an 'objectives model' of curriculum planning is seen by politicians and others as 'the 
only way of evaluating what schools and teachers are doing and testing their effec-
tiveness and efficiency' (Blenkin & Kelly 1981, p. 86). This reflects the bureaucratic 
function of programming still operating in many education systems and schools 
today-where programme documents are seen as 'evidence' of a teacher's compe-
tence and success in doing the job, and as proof that it is being done 'properly'. The 
Curriculum Corporation's official guide, Using the English Prefile, for instance, states 
that: 'Planning tasks, units and yearly programs with the profile and statement in 
mind ensures that important aspects of English are not accidentally omitted or 
underemphasised in class work, and promotes continuity in students' learning in 
English' (McLean & Campagna-Wildash 1994, p. 41). 
Certainly, at a time when new national and state curriculum statements and 
accompanying outcomes statements for schooling are being introduced, surveil-
lance of teachers' work towards meeting those standard outcomes is seen as neces:.. 
sary, and the current official emphasis on programming can be seen as an means of 
achieving these ends. 
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It is in this sense that the programme document functions as an examination, 
part of what Foucault calls a 'system of surveillance'. This examination or scrutiny 
represents a form of power which is 'just a gaze. An inspecting gaze, a gaze which 
each individual under its weight will end by interiorising to the point that he [sic] is 
his own overseer, each individual thus exercising this surveillance over, and against, 
himself' (Foucault 1980, p. 155). The need for surveillance assumes the existence of 
a norm or a standard of behaviour, in this case of teaching, against which all other 
behaviours can be judged. 'Planning the learning program is the teacher's responsi-
bility and in some settings a written plan, also referred to as a program, may be 
required for submission to the principal at regular or specified times during the 
school year' (Sandstrom & Tonkin 1994, p. 6). 
The programme document and the act of programming can therefore be 
seen as effective central techniques of disciplinary power, which Dreyfus and Rabinow 
(1982, p. 156) claim is achieved over the individual (teacher), producing her or him 
as a certain desirable type of teaching subject through a combination of hierarchical 
observation and normalising judgment. 
• Programming in the discourse of primary education 
Defined in official terms today, however, programming is much more straightfor-
ward: 'Planning is the construction of year plans and lesson plans-long term and 
short-term-within the cycle of planning, teaching, recording, assessing and evalu-
ating which constitutes a teacher's program' (McLean & Campagna-Wildash 1994, 
p. 42). This view of programming sees it as a technical operation, where questions 
of'what to teach' in Primary English are not the teacher's concern. These are deci-
sions that have already been made by the state, and so programming becomes merely 
a matter of teachers working out 'how to teach' in order to ensure their pupils meet 
the intended outcomes. It is these two questions, what to teach and how to teach 
Primary English, that clearly underlie present concerns for curriculum writers and 
teachers. Together, these questions ask the teacher 'What is English in the primary 
school?' and 'How is Primary English distinct from English in other school and 
social settings?'Where the response to the first question, 'what to teach', is given by 
the state, then teachers, accordingly, are also seen to need guidance in thinking 
through the second. 
Yet while the notion of programming and planning is referred to a great deal 
in policy documents, current discussions of teacher competency, and national and 
state curric'-'1um statements, there has been a great deal of effective silence sur-
rounding the process of programming, and the conceptual leap it involves. In recent 
years, the nature of the transaction and negotiation involved in programming-
between text and action, curriculum document and classroom activity-has come 
to be seen as a major problem for education, realised as a binary opposition between 
'theory' on one side, and 'practice' on the other. However, as an account and marker 
of professional practice, programming has remained as a consistent concern for gen-
erations of teachers, as the following passage indicates: 
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When a teacher prepares a piece of teaching he has first to decide what relations he 
wishes to set out before his pupils; then he has to solve the two psychological problems 
of what forms of mental activity those pupils must experience in order to master those 
relations, and of how they may be incited to put forth those forms of effort. 
(Welton 1921, p. 20) 
Through Welton's words we see British teachers in the process of dealing 
with the effects of social change in their day-to-day school practice, following such 
major policy reforms as the revised Code ef Regulations in 1904, and in line with the 
Newbolt Report ofl 921.Yet even when explicit attention is given to the form and 
procedure of teachers' programming, as in the most recent national and state Guides 
and Course Advice for the new English Curriculum Statements and Profiles,Welton's 
two problems of'what' and 'how' to teach remain sites for teachers to struggle on 
with, on their own. Green (1990) sees engagement with these questions as central 
to effective teaching, and 'thoroughly intricated in the teaching activity itself'. For 
him, 
programming is that teaching activity in its entirety, reconceptualized as comprising 
the (recursive) phases of planning, 'teaching' and evaluating. This situates program-
ming more fully at the heart of effective teaching, and the centrality of programming 
is emphasized. 
(Green 1990, p. 42) 
Where curriculum planning and evaluation is removed from this circle of 
teaching action, then the programme itself would appear to need to account for 
only the selection and ordering of prescribed content and method. The central 
policy documents are seen as the prime referent for teaching and learning in the 
school. Questions of theory and of practice have been 'solved' for the teacher.While 
it is clear that this has not always been the case, most particularly within the strik-
ingly regular calls for reform towards progressive or child-centred education since 
the eighteenth century (Hamilton 1990), there are equally clear parallels within the 
history of curriculum planning and programming. 
• Changing concepts of programming over time 
From the earliest records of school-based instruction, around the sixteenth century, 
we can see that neither theory nor practice were seen as problematical for teachers, 
nor as matters of concern. Teaching was simply a matter of arranging the content to 
be taught in the best possible manner, and the earliest educational writers, from 
Agricola in the sixteenth century through to Ramus and Comenius, did just this, 
thus gradually refining the science of teaching (Hamilton 1990). General accept-
ance of this knowledge in the form of'Absolutism' allowed the known truths and 
certainties about pedagogy to flourish and proliferate. As I shall show here, these 
truths remain with us today in the everyday practice of schools, and in the advice 
given to beginners by experienced teachers and the bureaucracy of schooling. They 
have been contested, complicated and problematised considerably through the en-
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suing centuries, particularly in the face of new understandings about children and 
learning that began to influence educational thinking in the late nineteenth century. 
Yet they have remained strong influences on classroom practice. The emergence of 
a theory/practice divide, as new understandings have developed, attests to the per-
sistent strength of Absolutist forms of knowledge and truth about the practice of 
teaching. 
For instance, in 1952, a panel of Australian Council for Educational Research 
(ACER) writers was moved to complain that'the modern theory of primary educa-
tion' (at that time, 'activity based' curriculum) was finding little translation into 
classroom practice: 
There is an overall acceptance of this theory as a theory or as a statement of principles, 
and it is therefore, remarkable and disturbing to find that in schools throughout the 
world it is denied every day by the actual practices of the classroom. The reason? 
Indifference, laziness, lack of imagination, lack of application, scepticism, fear . . . [or) 
... schools where there is neither support nor approval for the plans which [teachers) 
would like to put into operation. 
(Australian Council for Educational Research 1952, p. 10) 
This sort of comment supports the conclusions of Hunter (1994), who has 
argued that the history of state education cannot be seen as an outcome of state 
sovereignty or legislation, or even of new curriculum approaches. Instead, the de-
velopment of education over the years has been an improvisation of the collection 
of 'intellectual and administrative technologies' that produce government in prac-
tice, and thus produce education as a 'key technology of government' (Hunter 1994, 
p. xx). These technologies are generally most visible as they work to organise and 
manage the school as a site of social practice. This c;m be readily seen in statements 
such as the following: 
The organization of a school, so far as it is in the hands of the teacher, is mainly 
concerned with the classification of the pupils, the detailed schemes of instruction as 
indicated in the programmes, the arrangements made for aiding the work of instruc-
tion and the distribution of school time as shown by the timetable. 
( NSW Department of Education 1941, p. vii) 
Programming can be seen as the epitome of an administrative and intellectual 
technology of the government of education. It is, literally at least, 'in the hands of 
the teacher', but what remains implicit here is that, even where no officially legis-
lated curriculum mandate exists, it is the teacher's responsibility to fashion her pro-
gramme in ab acceptable and appropriate manner. And where it does, of course, the 
programme serves as evidence of the teacher's compliance with legislated curricu-
lum. As Ellwood has noted: 
At the outset of the year's work a synopsis of the proposed courses in such subjects as 
poetry, geography, history, health ... should be prepared iµ the appropriate section at 
the back of the work program, and as each topic is taught it should be ticked off. Such 
a summary is very helpful both to the teacher and to the inspector. 
(Ellwood 1943, p. 200) 
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In this way, programming functions as a disciplinary technology, a 'technique 
of the self' in Foucault's (1988) sense, whereby teachers are shaped and formed as 
particular sorts of subjects within the discourses of schooling as they in turn attempt 
to organise and programme the formative educational experience of their pupils.As 
Green (1990) says, programming is a 'practice producing subjects'. Not only is the 
teaching self subject to the discipline of programming, and but the programme 
produces the child as a certain sort of student subject, through its production of the 
subject English in particular ways. Under the eye of the school principal and the 
district inspector, the teacher's programme has historically been the source of her 
accountability to the school, the system and the state. 
• Defining programming 
From the earliest recorded instances, the word 'programming' has had a plurality of 
meanings, all of which have a clear correspondence with writing and with inscrip-
tion. As Green (1990, p. 47) notes, programming may be understood as 'the pro-
duction of a particular kind of writing directly related [to] classroom teaching'. 
Conventionally, it is seen as a 'planning' activity and not a 'composing' activity; but a 
moment's reflection will surely reveal the discursive nature of planning and the pro-
duction of a programme as a distinctive kind of writing. 
(Green 1990, pp. 47-8) 
'Programme' was first used in its nominative form by the ancient Greeks, for 
whom it meant a 'public written notice'. Fowler's Modern English Usage notes that 
the first recorded use of'programme' as a verb was in a parliamentary speech by a 
British Minister of Education, and that the verb 'to programme' 'was unknown to 
the SOED in 1933', although 'in 1951 the COD admitted it without comment' 
(Fowler 1968, p. 479). 
Derived from the Greek words pro (before), and gramma (letter of the alpha-
bet), a programme meant a sign, placed or situated 'before' an onlooker, and was in 
turn originally derived from prographein, to 'write publicly'. The etymological con-
nection of graphein with 'carving' provides a clear sense in which the earliest 'pro-
grams' may have been cast, literally, in stone. Even though these early usages of the 
term have all but disappeared from modern English, it is interesting that the memory 
of these connotations remains in the context of educational folklore. 'The pro-
gramme-register should be made out each term in monthly sections and it should 
be carefully preserved in the school for a period of at least two years from the date of 
its compilation' ( NSW Department of Education 1941, p. viii). 
Certainly, for many teachers, 'programmes' are still public written notices. 
The discursive persistence of the idea of teachers' work programmes as quasi-legal 
documents metaphorically' cast in stone' suggests the viability of an internal dialogic 
and what Bakhtin (1981) calls an 'elastic environment' within and around the word 
itself. Programming is associated with, and links referentially with, other technolo-
gies of the government of education such as 'plans', 'syllabuses' and 'timetables', the 
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historical interplay and inter-relation of which are all essential elements in this his-
tory of programming. In moving on to discuss these now, it is worth noting that 
'programming' and 'planning', for instance, are synonymous in much educational 
text, and 'programme' and 'syllabus' are sometimes used interchangeably-though 
distinctive usages are made as a matter oflocation, habit or history. In the US con-
text, for instance, Tyler (1981, p. 28) refers to 'developing a program' and' evaluating 
a plan' in adjoining paragraphs, which suggests that the terms are equally variable 
there. 
• Differentiating the 'programme' from the 'plan' and the 
'syllabus' 
'Programming' has sometimes meant 'planning for teaching', though 'planning' is 
usually understood as a larger practice, including more than just 'programming for 
teaching'. The resultant slippage between terms often leads to a degree of ambiguity 
that needs to be clarified in order to characterise their difference and their relation. 
Elsewhere (Reid 1995), I explain the teaching programme as a public and overt 
representation of the teacher's planning process in textual form. It is a textual activ-
ity placed 'before' the act of teaching in time and space, but leading into and continu-
ing out of that act in both these senses. In this sense, most of the documents that 
teachers construct and present as work programmes are, in effect, plans. They are 
not representations of teaching, but schedules of arranged activities. Teachers' lesson 
plans are often closer to this definition of a programme, although greatly limited in 
terms of the duration of classroom events. 
As with the terms 'planning' and 'programming', there appears to be rather 
general slippage between what is understood by 'programmes' and by 'syllabus docu-
ments' in different contexts. The relationship between the terms 'programme' and 
'syllabus' seems to be that the syllabus contains what usually amounts to an organ-
ised list of the total extent of the content to be 'covered' by a teacher and class at any 
broad level of schooling. 
The New South Wales Course ef Instruction for Primary Schools of 1941, for 
instance, detailed an English Syllabus which prescribed eight aspects of curriculum 
activity under the general auspices of'English' in each year from Kindergarten and 
First Class, to Sixth Class. These were: 
1 Reading (from the School Magazine and 'a large supply of supplementary 
readers', from Third Class onwards); 
2 Poetry! 
3 Oral Expression; 
4 Written Expression; 
5 Formal Elements (phonics, punctuation, sentence and paragraph structure); 
6 Formal Grammar; 
7 Spelling; 
8 Writing (handwriting). 
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Within this framework, the Syllabus provides the significant information that, 
with regard to teaching and learning, 'freedom is no less important for the teacher 
than for the pupil'. Following this, the syllabus then notes, with specific interest for 
a discussion of programming: 
A There is no prescription of methods of teaching. 
B Exercises suggested in the syllabus to secure certain ends need not be given 
where a teacher prefers other means of reaching the same ends. 
( NSW Department of Education 1 941, p. 2) 
The Syllabus also provides teachers with a list of twenty-four recommended 
'Books on the Teaching of English', which includes Caldwell Cook's The Play liVtiy, 
Sampson's English for the English, Jagger's Sentence Method ef Teaching Reading and 
Finch's The Approach to Literature, along with the 1920 Board of Education's 111e 
Teaching of English. However, it seems clear that, while teachers were expected to 
programme their teaching in the manner most appropriate to their particular situa-
tions, some methods of teaching may well have been understood to be more accept-
able than others. For instance, the Victorian Education Department's Supplementary 
Examination in Speech Training for Infant Teachers (Second Class Certificate) of 
March 1948, asks aspiring teachers to answer the following question (noting all the 
while that his or her 'Handwriting, Spelling and General Intelligence, will be taken 
into account throughout the Examination'): 
3 Write full notes of a 15-minute lesson to Grade 1 on the sound 'r' as in 'rabbit', 
using the Playway method. Include in your answer any introductory exercises. 
(Board of Examiners 1948a) 
Similarly, to obtain Second Class Honours in Education, the student teacher 
was required to demonstrate a thorough knowledge of' the formal steps of method', 
as these had been brought up to date in response to changing cultural and techno-
logical conditions: 
3 Outline and discuss Raymont's views on the following:-
(a) Use and misuse of the formal steps of method. 
(b) The influence of the Dalton plan. 
(c) The place of collective teaching. 
(d) School broadcasting. 
(Board of Examiners 1948b) 
The close and complex inter-relationship between programming, planning, 
and syllabus documents will continue to be developed later, but deserves much 
more attention than can be provided here, and forms a fruitful area for further 
research. Programming as 'practical-theory' (Green & Reid 1986), concerned with 
more than just the implementation of plans and syllabi, is central to this relationship, 
as the programme must always situate and accommodate itself to the particular or-
ganisation of the school as workplace. And given their close links in both etymology 
and in practice, a further significant distinction now needs to be made between the 
programme and the timetable. 
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• Programming and timetabling for primary English 
The construction of a satisfactory timetable is suggested to be 'perhaps the greatest 
difficulty that confronts the young teacher [as] each school represents a separate 
problem' (NSW Department of Education 1941, p. 361). The significance of the 
timetable, both as a test of the young teacher's mettle, and as a key technology of the 
government in education, is clear: 
The time-table should be accompanied by an analysis, and the department to which 
the class lesson is normally given in each period should be shown by shading or tint-
ing. When the timetable has been completed, it should be neatly framed and glazed 
and hung in a conspicuous place where it can be easily referred to by both the head 
teacher and the pupils. 
(Ellwood 1943, p. 198) 
Many guides and textbooks provide sample timetables' of proven worth' (NSW 
Department of Education 1941, pp. 362-3) as adaptable models. The construction 
of the timetable is seen to be a teacher's 'own personal solution of this problem' 
(NSW Department of Education 1941, p. 361), just as 'the teacher must work out 
his own salvation' with regard to the programme. The programme and the timetable 
are closely connected, though. The programme: 
gives the general outline of the work to be carried out [while] the daybook shows the 
programme in detail. In it, the careful organiser notes beforehand the scope of each 
lesson, and the highlights either in matter or method. 
(NSW Department of Education 1941, p. 364) 
As the writers of this Syllabus go on to caution, though, 'properly taught, 
English will not be presented as a collection of independent subjects, but as a con-
nected whole' (NSW Department of Education 1941, p. 151). In a review of the 
revised edition ofElijah's (1924) The Principles and Technique efTeaching, by Elijah and 
Cole, Phillips (1945) notes the 'very complete treatment of the teaching of English' 
which has been given in the new edition: 
In order that the idea or purpose behind the teaching of English may be fully appreci-
ated by the young teacher, this section has been so planned that emphasis has been 
placed on the unity of the subject. Because each division of the subject frequently 
occupies isolated positions on the time-table, it is difficult to convince the pupil that 
English is, in truth, a subject in the curriculum. 
(Phillips 1945, p. 91) 
While this advice was deemed necessary and significant in the 1940s, it had 
been regularly given to teachers for decades beforehand. Indeed, the Newbolt Re-
port of 1921, iterating George Sampson's famous dictum that 'every teacher is a 
teacher of English because every teacher is a teacher in English' (Board of Educa-
tion (UK) 1921, p. 63) does so as part of its discussion of English and the elementary 
school timetable. 
The whole of the timetable is, therefore, available for the teaching of English. If every 
teacher showed realisation of this in his actual practice, the results achieved in our 
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schools would, we are convinced, undergo a great change. The undue isolation of 
English has often made the teaching, not only of English but of other subjects, ineffec-
tive. It is impossible to teach any subject without teaching English; it is almost equally 
impossible to teach English without teaching something else. Accordingly, we do not 
urge teachers to aim at enlarging the timetable compartment assigned to English until 
there is room for all the English teaching needed ... We wish to see English constantly 
overflowing its own compartment, and penetrating into all the rest. 
(Board of Education (UK) 1921, p. 63) 
Even earlier, in the 1905 Handbook of Suggestions, for instance, elementary 
teachers were explicitly told that there 'should be no grammar teaching apart from 
the other English lessons, it should arise naturally out of the reading and composi-
tion lessons' (Ball 1985, p. 58). Ball notes: 
At the elementary level autonomy was stressed for individual teachers both in the 
much broader purposes attached to the elementary school in the 1904 Code of Regula-
tions and in their greater freedom and responsibility in the fields of curriculum and 
method outlined in the 1905 Handbook ef Suggestions. In addition, the emancipation of 
the elementary school was furthered by the new and more benign role given to the 
'dreaded' school inspectors. 
(Ball 1985, p. 59) 
With this explicit responsibility of the teacher to provide an appropriate teach-
ing style suited to the area of study (and involving emphasis on children's talk in 
lessons, rather than recitation and dissection of good writing), teachers' planning 
must, of necessity, have focused on questions of synthesis (teaching grammar through 
writing, and not just on 'grammar' and/or 'writing'). This 'emancipation' of teach-
ers from the strictures of earlier school codes (and the Dickensian figure of the 
school inspector whose job was to enforce them) meant that they were now asked 
to consider questions of pedagogy as well as the selection of content in their pro-
gramming-and not merely the ordering of content. The act of programming, then, 
was focusing around the key questions of what to teach as well as how to teach it. 
This, in turn, became a focus of related discussion around the school timetable, with 
calls for sustained periods of time for integrated English language activity, rather 
than short, unrelated lessons in English. As we read similar recommendations in the 
present (Sloan & Whitehead 1986; Board of Studies 1995), the power and persist-
ence of timetabling practices that contradict and counter educational theory can be 
plainly seen. 
In 1854, for instance, the following timetable showed the time allocation and 
the subjects taught in a boys' school in the Western District ofVictoria: 
9.0-9.15 Inspection of 10.15-10.45 Pointing out parts of 
cleanliness speech 
9.15-9.45 Reading and 10.45-11.0 Roll call and recess 
explanation 
9.45-10.15 Elementary tables & 11.0-11.30 Geography 
notation 
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11.30-12.0 Writing 3.0-3.20 Spelling from 
dictation 
12.0-2.0 Recess 3.20-3.30 Roll call, enter daily 
report book 
2.0-2.30 Reading 3.30-4.0 Singing 
2.30-3.0 Elementary tables & 
arithmetic 
(Anderson 1953, p. 82) 
There is much of interest to present-day teachers in this timetable from nearly 
1 SO years ago, and when we consider the similarities and the amount of understand-
ing we can bring to this, we can see much more clearly how the 'practicalities' of 
much present-day classroom organisation mirrors that of earlier times. We know 
why this teacher had reading straight after lunch, and we know that this was a 
different sort of reading from that which had gone on in the morning. 2 From this 
information we can see that the English subjects were allocated 2 hours 20 minutes 
of a 5-hour school day, and thus approximately 11.5 hours per week. The Newbolt 
Report (Board of Education (UK) 1921, p. 62) recommended that 'from 9 to 10 
hours weekly in Boys' Schools, and from 10 to 11 hours in Girls' Schools, should be 
allotted to English'.The Report went on to discuss the following aspects of English 
for the school to attend to: Speech Training, Oral Expression, The Writing of Eng-
lish, or Composition, Reading Aloud, and The Use and Enjoyment of Books. 
Twenty years later, in 1941, the NSW Department of Education Primary 
School Syllabus recommended the following 'approximate distribution of time in 
hours per week for schools with more than one teacher': 
Classes 1 2 3 4 5 6 
Physical 2114 2114 2114 2114 2114 2114 
Education 
Music 1112 1112 1112 1112 1112 1112 
Art and Craft 3112 3112 3112 3112 3 3 
English 10 10 8 8 71/4 7114 
Social Studies 2112 2112 3114 3114 41/4 4114 
Nature Study 1 1114 1114 1112 1112 
Mathematics 3 3 4 4 4 4 
233/4 23314 233/4 233/4 233/4 23314 
(NSW Department of Education 1941, p. ix) 
This time allocation would seem to accord with that suggested both by 
N ewbolt and Elijah, although it again leaves unsaid any comment on the struggle of 
the teacher to timetable and programme for these 10 or so hours each week. The 
Handbook for the Elementary School Teacher (Ellwood 1943) is much more explicit. 
Here examples are given of how the young teacher-most often alone, in the coun-
try-might set up a timetable. English for infant and junior classes for example, 
would occupy 12 and 10.5 hours respectively, with just over 8 hours for senior 
156 TEACHING THE ENGLISH SUBJECTS 
primary students. It would be divided into the following lessons, with 'Wordbuilding 
and phonics' ceasing after the infant grades, and 'Grammar' commencing in their 
stead: 
Reading and Literature 
Poetry 
Spelling, Dictation and Transcription 
Word building and phonics 
Writing 
Composition 
Gran1nur 
Speech Training and Verse Speaking. 
(Ellwood 1943) 
It is easy to see the divide between theory and practice made manifest in this 
form. While the 'unity of the subject' English is proclaimed in government report 
and syllabus as the means by which the school might work to fulfil its aim of training 
the young to use language for personal fulfilment and social harmony, the technolo-
gies of timetables, and daily work pads, operate within their own reality: 
The Elementary school might exert a more permanently humanising influence on its 
products if it were not for the mistake of some teachers in treating English as they treat 
Arithmetic, for example, namely as a mere subject, with a limited subject matter of its 
own. 
(Board ofEducation (UK) 1921,p. 57) 
The timetable reflects the organisation of school time, but it also reflects what 
teachers know, in practice, about what is manageable in terms of children's atten-
tion, physical stamina and patience. That the compartmentalisation of timetable 
time should influence and dictate teaching practice to such an extent is worthy of 
consideration here. 
• The development of programming 
Why has the programme continued to follow the timetable and the daybook, rather 
than the timetable following the programme? I have suggested elsewhere (Reid 
1995) that the emphasis in programming, on a rational, discrete consideration of 
what to teach and how to teach, has led to the maintenance of the theory I practice 
disjunction, rather than to the 'synthetic practice' of these as integrated 'practical-
theory'. But, as noted above, the programme needs to be seen in its distinction from 
the timetable, the syllabus, and the lesson plan. Programming is both 'policy' and 
'procedure'. It is, at the same time, 'intention' and 'instruction'. In these senses, too, 
it has connotations of both the 'artistic' and the 'technical'' promoting the sense of a 
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dialogical tension between these, in a manner particularly notable in the broad edu-
cational sense of programming as planning. 
When Sir Joshua Fitch gave the very first series of university lectures on 
teaching, delivered at the University of Cambridge during the LentTerm of 1880, 
he raised the question 'Is Education an Art or a Science', to rehearse the debate 
beginning at that time, which involved challenges from psychology and educational 
measurement to the traditional Absolutist teachings about method. 
If the schoolmaster is to become something more than a mere pedant; to know the 
rules and formulae of his art, and at the same time to estimate them at their true value, 
it is to his University that he ought to look for guidance ... So in teaching, the freshest 
and most ingenious methods originate with those men and women who have read and 
thought most about the rationale of their art. 
(Fitch 1896, pp. 5-7) 
The call for teachers to function as intellectuals has a clear resonance with 
critical educational writing of the present time (Giroux 1988). Fitch's concerns 
with attempts to fix methods of teaching and devise 'a perfect set of rules' can be 
related to Hamilton's (1990) description of the dominance of Absolutist notions of 
pedagogy; such notions were concerned with what we might today understand as 
only one of the significant aspects of programming-the organisation and represen-
tation of content material. 
If by seeking to formulate the science of method, you encourage the belief that one 
mode of teaching is always right and all others are wrong, you will destroy the chance 
of new invention and discovery, and will do much to render teaching more stereo-
typed and lifeless than ever. And even if it be admitted that a perfect set of rules for 
practice is desirable and attainable; we are not yet in a position to lay them down; and 
any attempt to fix educational principles and to claim for them an authoritative or 
scientific character, is at present premature; and therefore likely to prove mischievous. 
(Fitch 1986, p. 6) 
The Absolutist emphasis on procedure meant that the teacher was essentially 
superfluous. Effective pedagogy was implicit in the order, sequence and arrange-
ment of classroom texts and teaching drills. This was indeed the case in the tradi-
tional code of teaching in the early nineteenth century, where one teacher was 
employed to supervise the bookwork of large classes of pupils, attending to them 
individually, one at a time, while seeking to control the others-a feat often man-
aged only by means of a rod or whipping stick, often wielded by monitors em-
ployed for this purpose. 
Wilkins (1886, p. 12) refers to 'enlarged views upon education' being 'intro-
duced from abroad' in the early part of the nineteenth century. While he does not 
elaborate or cite these, he may well be referring to Kay-Shuttleworth's visits to the 
Prussian 'Volksschule' which were, even at that time, using the ideas of the educa-
tionist Herbart. But it is clear that Wilkins himself is not confident of the origins of 
these 'enlarged views', as these are discussed only in contrast with developments in 
popular schooling which introduced the revised monitorial system proposed by Bell 
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and Lancaster. Programming was still not an issue for teachers under the revised 
system. This still relied on individual text-based seat-work followed by individual 
pupil-teacher interaction-though the introduction of a new type of monitor meant 
that they could both help the teacher to control all the other class members and 
assist them with the work, even though such assistance could not go 'beyond their 
very limited knowledge'. This change benefited the pupils, who 'profited by having 
less idle time' (Wilkins 1896, p. 12). 
The introduction of what Wilkins terms the 'Simultaneous System' was a 
major break from the monitorial system-it meant that all the pupils in a class were 
taught together, as a group. 
The pupils were arranged in one large class, and orally instructed by the teacher in 
each of the ordinary school subjects. By this means, the scholars were constantly brought 
under the teacher's notice; their mental powers were roused and developed by habitual 
contact with his mind; and, in the sympathy of numbers, he was provided with a 
powerful aid in their moral training. 
(Wilkins 1886, p. 13) 
This 'moral training' was deemed necessary in response to the massive changes 
in social structure in the aftermath of the industrial revolution (Hunter 1994). 'Work-
ing class schools' proliferated at the end of the nineteenth century, under the gov-
ernance oflocal School Boards, who attempted to oversee a coherent developmen-
tal educational system for their charges from the nursery, through elementary and 
then on to secondary schools.As the numbers of pupils in British elementary schools 
had quadrupled in just three years, from 1897 to 1899 (when the school leaving age 
was raised successively from ten years to twelve, and primary schooling made com-
pulsory under the Board system), such a change in school and classroom organisa-
tion was clearly necessary. But what it necessitated was a change in pedagogy. 
If the teacher's job was no longer merely to supervise pupils as they learnt 
from state- (or church-) provided textbooks, then the need arose for teachers to 
think about 'what to teach' and 'how to teach' in English-the two key program-
ming questions.As Welton noted (1921, p. 18), echoing Fitch: 'The only escape ... 
from mechanism in teaching is to be found in earnest reflection on the purpose and 
nature of teaching, and the results of such reflection is theory'. Simon (1985) argues 
that the project for an articulated progression through nursery, elementary and sec-
ondary schools for the working classes, was based on the enlightenment view of 
education as being about human change and development and the perfectibility of 
'Man'. 
Education was therefore aiming to help the child to acquire capacities to 
function and reason to the best of its abilities. Quite surprisingly and interestingly to 
today's reader, the 'it' here refers to the education system rather than to the child. This 
is far removed from notions of' ability' and 'disadvantage' which our current educa-
tional rhetoric would proclaim, but fits perfectly well with the Absolutist conviction 
that the problem of pedagogy had been solved. Attention in these schools was given 
to a more vocational curriculum than that on offer in the more elite grammar 
schools. The place of English, however, was central: 
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In order to enter into men's lives at all a knowledge of language is essential. The first 
function of the school is, then, the cultivation oflanguage. In the primary school this 
is necessarily confined to the mother tongue. To help its pupils understand, to speak 
and to write the mother tongue is, therefore, one of the school's most important tasks. 
(Welton 1921, p. 36) 
In the face of the massive change to the school system, a need was seen to 
develop a rational pedagogy, a science of education, which would be concerned 
with theory and practice. As Welton wrote: 
Now in order that any work should be done really well it is plain that there must be a 
clear conception of the end or purpose to be attained and an intelligent adaption of 
available means to the attainment of that end. This conception of end and means is 
what is meant by the theory of teaching. In other words, theory is practice become 
conscious of itself, and practice is realised theory. 
(Welton 1921, p. 17) 
Much educational thinking at this time drew on the principles of associative 
learning which had been expounded by Herbart in his treatise, The Science of Educa-
tion, translated into English in 1892 (Simon 1985; Hamilton 1990). 
• Herbartian influence on 'method' 
Herbartian science was founded on a belief in 'associationism'. This is the psycho-
logical term for a process in which the formation of new ideas is understood as 
being evoked by association with stimulatory sense data. Similarly, 'associations' of 
ideas in the mind were understood as being accompanied by the development of 
new 'mental pathways' in the brain. Teaching was thus a scientific process of plan-
ning and ordering the experiences of the child, and 'stress [was] laid on the extent to 
which failure to develop positive attitudes, skills, and abilities in the child may be a 
product of the teacher's own behaviour, or lack of skills, knowledge and method' 
(Simon 1985, p. 85, emphasis added). 
The Herbartian approach was both specific and directive in its approach, and 
quickly became well accepted and legitimated in both British and colonial systems 
and schools, despite humanist critiques such as that ofWelton, who claimed that: 
A true system of teaching must take account of this natural order of mental growth, 
and consequently, will not seek to impose on the child a premature unification ... 
were the scheme based on a true psychological and logical theory its applicability 
would become easier as the pupils advance in knowledge; for such advance is before all 
else advance in systematisation and unification, and such unification is the very thing 
'concentration' aims at accomplishing. But as a matter of fact, as the pupils gain a fuller 
and really logical unity in their mental contents, the artificial and mechanical unity 
aimed at by 'concentration' more and more completely breaks down. 
(Welton 1921, pp. 44-5) 
But the 'Herbartian Steps' were seen to be leading towards salvation. Here in 
Australia, for instance, the very first edition of the Victorian Education Gazette and 
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Teacher's Aid, published in July 1900 'Under the Authority of the Honourable Min-
ister of Public Instruction', suggested that teachers should follow Herbart's five-part 
structure for planning their lessons: Preparation; Presentation; Association; Formu-
lation; Application. 
It also provided them with specific advice regarding desirable methodology at 
each of these points in the lesson, as the following examples illustrate: 
[Regarding the presentation if content material} It is well to note that no amount of ques-
tioning will 'elicit' some facts; they must be told without more ado. 
[Regarding the formulation if new content} Here the teacher draws on students to form a 
summary on the blackboard. 
[Regarding the general plan of the lesson} It may be added, as a suggestion, that each 
section should have a definite number of minutes allotted to it, according to its impor-
tance proportionally to the whole lesson. This would prevent that wandering in the 
earlier parts of a lesson, which is so often the cause of its being unfinished. 
(Education Gazette and Teacher's Aid 1900) 
It is clear here that the emphasis remains on what the teacher does. The 
teacher's preparation and action is responsible for the child's learning, and it is the 
teacher's performance that is of major concern to the state. Herbart's work predated 
the huge developments in modern scientific measurement and knowledge in the 
latter part of the nineteenth century. Even while his principles for teaching were 
being developed and refined, there was increasing public understanding and accept-
ance of the theories of Darwinism, with its emphasis on heredity and biological 
differentiation within species, and the question of degrees of 'fitness' for survival. 
The development of these ideas was associated with the rise of psychology as a 
science of human measurement, and these new discursive fields, with their interest 
in human development, coalesced in their application to education. 
As Simon (1985) shows, notions of measurable mental intelligence which 
would go on to attribute educational success and failure to such 'natural' factors as 
class and race (rather than to the quality of teaching) were enthusiastically taken up 
by new university departments of education. The 'perfectibility of Man' on the road 
to Enlightenment was still attainable, it seemed, but only to the degree that 'Men' 
were created equally. Research into teaching all but ceased, and academics in new 
university departments of education grew extremely interested in notions oflearn-
ing, and the quantification and measurement of ability and mental intelligence. 
This shift in academic interest in the field of education occurred at the same 
time as the British government was foreclosing its interest and investment in the 
provision of the scientific program of educational development in the Board School 
system supported by the state. After the rapid increase in student numbers in the 
final years of the nineteenth century, and the huge capital and human capital invest-
ment this entailed, spending on elementary schools was drastically curtailed. Simon 
(1985) notes that the British Education Act of 1902 saw an official end to interest 
and development in a science of teaching. If the ability to learn was an innate and 
natural attribute of individuals, endowed differentially as a result of human evolu-
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tion, then the teacher's responsibility now lay clearly in developing the student's 
knowledge of content to the best of that (student's) ability. The teaching of peda-
gogical methods was relegated to the Normal Schools, which now became the 
training colleges for primary school, non-specialist teachers; and instruction in 
Method, following Herbartian principles, remained characteristic of the training of 
primary school teachers. Law (1948), for instance, in warning against what had by 
this time become an uncritical acceptance of the orthodoxy of Herbartian method, 
outlines these in somewhat less detail than had Elijah (1924), and follows his discus-
sion with what amounts to a frustrated acknowledgment of the strictures of this sort 
of training: 
True, the steps are essential phases of the whole learning process. But they have fallen 
into disrepute because of the slavish adherence by teachers to a step-by-step procedure 
which cramped the development of the pupil's understanding and power. As the steps 
were arranged in sequence, young teachers introduced them in this order; but true 
thinking does not proceed in this manner.Association goes on all the time, and appli-
cation often proves more valuable if given at intervals during the lesson. 
(Law 1948, p. 108) 
In this way we can see how this proliferation of a 'Modern', scientific, rational 
approach to teaching also led to the entrenchment, in schools and classrooms, of 
many of the ongoing historical and 'time-honoured' principles and practices of 
teaching, some of which remain even today as part of the habitus of teaching, in-
stilled in all our student bodies even as we learnt our tables, 'all together', generation 
after generation. Recognising this, in their 'complete revision of [Elijah's 1924, and 
Elijah & Cole's 1944) The Principles and Technique ofTeaching, Cole and Blake (1962) 
made a significant revision simply by changing the 'Technique' in the title to 'Tech-
niques'. This was, they claimed, in response to the 'vast changes in education' which 
had occurred after World War II. As they noted: 'Method is the letter not the spirit 
of teaching.The personality of the teacher is more important than the method used, 
but the successful use of progressive methods can contribute to the development of 
teaching personality' (Cole & Blake 1962, p. 11). Planning, though, still appeared 
to be predominantly a matter of'what to teach'-of arranging content material-
after which, when the teacher's 'aims, learning purposes, information, references, 
and motivation' questions were outlined, attention could be given, separately, to the 
question of'how to teach': 'Finally the plan includes brief notes on methods to be 
adopted, e.g. class lesson, group work, excursion, possible pupil activities' (Cole & 
Blake 1962,p.15). 
• Saving one's skin: Programming for coherence in 
multiple discourses 
In the eighth edition of their Suggestive Handbook for Practical School Method, Cox and 
Macdonald (1902) devote a whole chapter to the question of planning, with the 
focus squarely on the lesson. All aspects of lesson planning are covered, including 
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the amount of time to be spent, which was to be determined according tb the age 
of the pupils: 
The duration of a lesson should synchronize with the duration of effective attention, 
which is said by Sir Edwin Chadwick, after careful investigation, to be fifteen minutes 
between the ages of five and seven years, twenty minutes between seven and ten years, 
twenty-five minutes between ten and twelve, and half an hour between twelve and 
eighteen. 
(Cox & Macdonald 1902, p. 15) 
The influence and acceptance of educational measurement is clear here. 
Chadwick has carefully investigated the duration of effective attention in children, 
and his findings have been made available to teachers. The influence of psychologi-
cal testing of ability is also noted in this book-with 'mental capacity' now seen as a 
factor in the educability of children, and something that teachers must take into 
account when preparing their lessons. The preparation of content material in ways 
which would cause the child to move, as in traditional ways, 'from the known to the 
unknown' on the basis of association with present knowledge, must be continued, 
but somehow the new science of measurement must be included into the existing 
theoretical framework of teachers. 
The notion of the child as having a defined and measurable mental capacity, 
although having quite different implications for teaching from those of Wilkins, 
sixteen years earlier, for instance, seems to need no justification, and indeed is ac-
cepted without demur, and placed alongside notions of associationism which, as we 
have seen, were founded upon an entirely different premise: 'The strong and weak 
points of the individual child should be discovered, and the necessary steps taken to 
supplement deficiencies. Memory will need cultivation by means of association, 
revision, and repetition' (Cox & Macdonald 1902, p. 19). 
In this way it is possible to understand how teachers attempting to programme 
for individual differences in their classrooms were positioned within a discourse of 
remediation in schools which was to become, right from the very beginnings of the 
general acceptance of notions of differential ability in children, one of 'more of the 
same'. Rather than a consideration of changing 'tried and true' methods in the face 
of evidence that children were not learning, teachers were exhorted to behave as if 
they considered all children were infinitely educable, and thus teach them by the 
one true method. Indeed, one of the 'government questions' for examination of 
student teachers quite explicitly maintains this link with the absolutism ofHerbartian 
associationism in asking: 'Show that what is called stupidity in children may arise 
from faults on the part of the teacher. Name some faults' (Cox & Macdonald 1902, 
p. 24). 
The uneasy disjunction at this time, between the new, laboratory-based edu-
cational science of measurement and the traditional practices of teaching, was real-
ised particularly in terms of the implications it held for the teacher's 'method' of 
teaching. Cox and Macdonald's advice to young teachers preparing for their exami-
nation for teaching illuminates this tension clearly. For instance, the disjunction 
(between the growing science of the educational measurement oflearning ana the 
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existing body of knowledge about teaching) can be seen in the need, by the late 
nineteenth century, to make a distinction between instruction and education. Cox 
and Macdonald (1902) explain this shift to student teachers thus: 'The instructor 
says, "How can I get my class to remember these facts?" The educator says, "How 
can I use these facts to train the faculties of my children"' (Cox & Macdonald 1902, 
p. 11). 
By 1941, curriculum was seen in the light of' activity and experience rather 
than as information to be gained and facts to be stored' ( NSW Department of 
Education 1941, p. 364). The NSW Primary Syllabus in English had moved so far 
from the view of curriculum-as-content that the following assertion was made in 
the Prefatory Note: 
The child should have the fullest opportunity for self-direction; strengthening his will 
by planning some, and effecting much, of his own education, at times individually, at 
times with his classmates; opportunity for exercising initiative, weighing relative val-
ues, and organizing his ideas for himself instead of being dominated by his teacher. 
( NSW Department of Education 1941, p. 1) 
As Watson (1987) notes, despite successive syllabus revisions in the 1950s and 
early 1960s, there seemed to be little effect on the dominant forms of English teach-
ing over this period, though 'the introduction of such terms as "creative writing", 
"thematic approach" and "child drama"' (Curriculum and Research Bulletin 1972, 
p. 16) had served to broaden the range and scope of what was traditionally known as 
'English'. Even the term itself was in contention. Whereas separate programmes in 
Reading, Writing, Spelling and Grammar had traditionally comprised the work that 
was done in 'English', new descriptors such as 'Primary Language', 'English Lan-
guage', or the more American 'Language Arts' began to be used of the programmes 
teachers were writing at this time. State concerns with the influx of New Austral-
ians, a growing primary school population, and the introduction of American forms 
of cultural expression along with television caused a concern for traditional stand-
ards to be maintained in the face of change. But with the great social, cultural, and 
technological revolutions following the 'baby boom' postwar generation into the 
1960s and 1970s (Green, Hodgens & Luke 1994), the effects on education are 
clearly marked in the nature of requirements and advice to teachers about program-
ming and planning. The forms of progressive teaching in primary school English 
which were 1dvocated post-Plowden (Rosen & Rosen 1973) and post-Dartmouth 
were based on a unitary rather than a fragmented approach to English, where, as 
Dixon (1969) says, 
from the very start of reading and writing [the teacher] has to look beyond the mini-
mum possibilities of literacy to the profounder possibilities of a considered and ex-
tended exploration of experience, permitting slower realisation and more individual, 
personal growth. 
(Dixon 1969, p. 112) 
In this intellectual climate, emphasis on programming towards prespecified 
general aims and objectives was, theoretically at least, untenable, as the need to cater 
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for individual difference and the development of a child-centred pedagogy became 
pressing concerns for teachers who were still working within the pre-existing struc-
tures of the state educational systems. Douglas Barnes speaks of this as a paradox for 
teachers programming. However, he claims priority for questions of communica-
tion and for attention to the contexts in which programmes are to be enacted: 
Undoubtedly teachers' objectives, and their choices of content and method, are im-
portant, but they do not by any means constitute the whole. The pupils too have 
'objectives', beliefs and values which must influence the effective curriculum just as 
much as do the teacher's planned objectives, since the 'shaping of understanding' ... is 
largely their reshaping of existing knowledge. 
(Barnes 1976, p. 188) 
The influential work of Moffett (Moffett & Wagner 1976; Moffett 1981) 
continued to impact on state curricula and professional development activity along 
with the work from England, and thus on teachers' programming practices throughout 
these years (Evans 1987; Watson 1987). 
From the experience of many English teachers and reading teachers in many places we 
have concluded that learners must have three things-individualization, interaction 
and integration. Together these three l's constitute a general formula for an effective 
school language program. 
(Moffett & Wagner 1976, p. 26) 
Here in Australia, 'some people felt it to be misleading to think in terms of an 
English syllabus at all, because the learning oflanguage, in the sense of development 
of a capacity to use the resources of language, could not be isolated from the other 
activities that made up the school day' (Curriculum and Research Bulletin 1972b, p. 70). 
It was felt also that 'a better understanding of how language develops might lead to 
a different way of structuring the school day, by using a different kind of activity 
from that traditionally covered by the term "English"' (Curriculum and Research Bul-
letin 1972a, p. 71). However, planning to provide for individualised integrated in-
teraction in the classroom still meant that the 'what' and 'how' of teaching English 
remained central questions for programming: 
The teachers' conviction was that any kind of work with children, no matter how 
flexible and informal, should be rooted in this sort of careful planning with attention 
given to making decisions about each of the variables listed. Perhaps careful planning 
seems to be the antithesis of the idea of working flexibly and informally; but careful 
planning does not infer rigid execution.There may well be all kinds of valid reasons for 
a teacher to depart from or to modify his plans in the event. Nevertheless those plans 
embody his considered judgements about his intentions. If really appropriate, they 
should represent the equilibrium to which work in the classroom tends to return. 
(Ashton et al. 1975, p. 45) 
The publication of Cambourne's (1983) conditions for 'natural' language and 
literacy learning meant that questions of organising and planning were seen as part 
of the problem that this new progressive primary English was to address: 
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The label 'whole language' describes an approach to language teaching which insists 
that language acts are not frag1nented for the purposes oflearning. One of the corol-
laries of this stance is that time cannot be fragmented either. Because many teachers 
have spent most of their professional lives measuring time in fifteen- or thirty-minute 
blocks while they teach fraginents of language (the thirty-minute granm1ar lesson), 
some will experience difficulty with this notion. 
(Cambourne 1988, p. 89) 
It is easy to trace the effects of this most recent development of progressivism 
and the rhetoric of professional freedom into the 1980s, where the Victorian Min-
istry of Education's (1988) Curriculum Frameworks document The English Language 
Framework: P-10, clearly stated; and went on to illustrate, the fact that it was 'not a 
course or syllabus or teaching manual' (Victorian Ministry of Education 1988, p. 7, 
emphasis added). 
Within the school policy, curriculum development in English should start with a clear 
philosophical statement which reflects the school's convictions about English language 
learning. Such a statement would set out agreed principles and assumptions. It would 
serve as a basis for making decisions regarding the English program, activities and 
assessment. 
(Victorian Ministry of Education 1988, p. 38) 
It can be shown, though, that the relationship this document presumed be-
tween itself and the teacher's 'program' was equally as prescriptive as in earlier years. 
The 'clear philosophical statement' referred to here, with its 'agreed principles and 
assumptions', was to be prepared with the assistance of' an English Language Learn-
ing Chart', from which the school could 'select' or to which it could 'add', in 'the 
process of developing its own rationale for English teaching'. It is therefore clear 
that Victorian teachers were not to be given the freedom to choose to ignore the 
English Language Framework: P-10, or its chart. In this way the document can still be 
seen to function in the interests of maintaining what Foucault (1980) would call 
dominant discursive regimes of truth within the particular subject area and state 
system. 
While not presenting the clear prescription of teaching aims and methodolo-
gies that characterise a 'syllabus' in its traditional sense, the document provides in-
stead a narrow range of these from which schools could choose as a base for an 
officially endorsed language 'program'. The emphasis is placed on schools making 
their own decisions on a rationale for, and components of, their 'own' programmes 
in English Language. In this way, the discursive regime of the Framework was inter-
nalised by teachers as they disciplined themselves to its truth, in selecting and enun-
ciating their 'own' school statements and individual work programmes. 
• Conclusion: SOS? 
This process, with its explicit intolerance of difference and the needs of particular, 
situated circumstances, serves to highlight once again the importance of, and the 
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need to reconsider, programming as a representation of situated action within par-
ticular schools and classrooms. Historically, this has occurred over the whole cen-
tury: 
The General Course of Study for Elementary Schools, 1934, is a publication to which 
constant reference will need to be made. It should be bound in cardboard, kept in a 
convenient place, frequently consulted, and studied until the contents are thoroughly 
known. 
(Ellwood 1943, p. 200) 
Echoes of Ellwood's advice can be heard in the current emphasis on showing 
teachers 'how to' programme (McLean & Campagna-Wildash 1994; Department of 
School Education 1996). These guides are quite explicit about how successful pro-
gramming might be achieved: 
All the components of the profile can assist you in your program planning. The level 
statements help in establishing a general sense of expected achievement. The strand 
organisers reflect the main content areas of English. The pointers suggest kinds of 
appropriate activities. The work samples illustrate standards your students will aim 
towards and also provide ideas for teaching and learning activities and methods of 
assessment. 
(McLean & Campagna-Wildash 1994, p. 45) 
While these words ring with the conviction of Absolutism, they serve also to 
sound a warning about the dangers of forgetting the nature of the situation of 
teaching, and the always-situated practice of the teacher's programming. In this 
chapter we have had an opportunity to look back over how generations of teachers 
have struggled, each seeking our 'own salvation' in regard to what to teach in pri-
mary English and how to teach it. The difficulty of this struggle has often locked us 
into the production and reproduction of practices that have consolidated our pro-
gramming as a key technology of government in education. However, given the 
opportunity to look back, 'review' and 'reflect', it is likely that we are much more 
able to view critically and act creatively now, and also 'next time'. 
•Notes 
I am grateful to Bill Green for providing me with access to much of this material. 
2 As Seymour Papert (1993, p. 2) writes, 'In the wake of the startling growth of science and 
technology in our recent past, some areas of human activity have undergone megachange ... 
School is a notable example of an area that has not.' 
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Chapter 7 
Reading in Australia: A history of primary 
reading education 1790-1945 
Noelene Reeves 
• Introduction 
Teaching and learning to read the English language in a primary school setting in 
Australia was (and still is) determined by three main factors: 
the prefessional context-what teachers understood and practised at the time; 
• the political context-what decision-makers, especially governments, wanted 
to achieve and why; and 
• the socioeconomic context-the social realities of how people lived and worked, 
what they believed and what they valued. 
A further factor that influenced inputs and outcomes was the development of 
a range of technologies that shaped the production and availability of books and 
materials as well as the nature of people's everyday life. 
To appreciate the history of teaching reading in Australian schools, it is nec-
essary to trace the confluence of these factors, when and why they changed and 
how they combined to become the experience of children through the provision of 
schooling and the designated curriculum. It is also important to acknowledge that 
from time to time there was resistance from one or other of the determinants to the 
equation. For example, there were arguments about methodology, disagreements 
about access and equity, or rejection of the opportunity to learn to read by those 
who considered the skill irrelevant and unnecessary. 
It is only recently that historians have tried to reconstruct the historical expe-
rience of non-literate, socially inferior groups in society, even though their major 
sources are records and other documentary evidence created by the literate elite, 
which means that most of the information comes through the eyes of social superi-
ors. Further evidence, however, is provided by architecture and artefacts. This essay 
has used primary sources such as documents, official records, old photographs, relics 
of school buildings and instructional texts. It has also used secondary sources of 
published works that have discussed the social history of the period under review. 
For the period 1850-1900, Western Australia is the primary focus, a poorer, 
less populous Australian colony until the goldrush of the 1890s and relatively iso-
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lated from the rest of the country until Federation in 1901. On the western sea-
board, developments in education followed those of England as closely as distance 
and resources allowed.The colonies on the eastern seaboard were more observant of 
each other and therefore more able to influence development~ in neighbouring 
school systems in addition to the influences from 'home'. For this period, informa-
tion about other colonial systems has been utilised in a comparative way to illustrate 
developments. Readers can rightly assume that the larger and more ailluent urban 
areas of the eastern colonies anticipated developments described in the Western 
Australian school system by ten years or more until the turn of the century, but rural 
areas had much in common with the Western Australian experience. From around 
1900, however, the evidence suggests that little difference existed in the types of 
materials and methodology recommended to be used for primary reading instruc-
tion around the Australian states even though schooling remained a state responsi-
bility. 
• Some important considerations about the evidence 
In making assessments about the past, it is very important not to translate current 
values into the historical record, and to take statements about reading and writing to 
mean what we would mean these days. The first assumption to challenge is the idea 
that teaching reading was 'progress'. Education and schooling are usually portrayed 
as 'progress' among historians of education because now we cannot imagine that the 
individuals who worked for schooling for the masses had anything other than high 
ideals. But schools and teaching reading have not always been designed to benefit 
the learner. For example, the goal of colonial schooling was often to control the 
learner for the benefit of the school-providers; to keep the recipients of instruction 
in their 'place' within the social order. Rather than 'progress', then, the provision of 
schooling for many children was not for education but for indoctrination. It may be 
hard to conceive now that the teaching of reading in earlier days in Australia was 
sometimes a strategy to impose social control; to indoctrinate the learner into ac-
cepting a religious and moral training that repressed individuals into a preordained 
position in society to serve the needs and wants of the social elites. Children were 
taught to read specific content from very limited resources to prevent them getting 
ideas above their station in life. There was no thought of enabling wealth creation 
and social mobility. The evidence for this will be discussed later. 
It is also hard to conceive that the recipients would be other than grateful or 
would reject the opportunity to be educated. But schooling which became com-
pulsory in Australia in the 1870s was a new, alien and often unwelcome experience 
among people who had no previous experience of school attendance and who had 
traditionally relied on the labour of children at home, in trade or agriculture. As 
Reay (1991) wrote: 'When one deals with the labouring population (before the 
20th century) it is far easier to account for their non-acquisition ofliteracy and lack of 
schooling than it is to explain why a frameworker might want to read and write' 
(Reay 1991, p. 111). The intrusion of schooling into domestic economies was re-
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sented even more when it was made compulsory and the governments demanded 
'school pence' for the privilege of attending. 
Furthermore, we could not now imagine teaching reading to be other than a 
means of equipping individuals to function in a literate society, to be both able to 
communicate and to enjoy the cultural aspects ofliterature. But the idea that every-
one has a right to this freedom is very much a twentieth-century phenomenon. 
Australia has created a print-dependent society in which an individual is severely 
disadvantaged if they cannot read well. An illiterate person suffers constant social 
disadvantage and possibly the risk of physical harm, and is denied basic rights to 
social justice. Educators try to ensure that students achieve reading and writing skills 
so that any disadvantage is minimised and that individuals can function to the maxi-
mum of their potential in Australian society. 
Yet it was not until the turn of the twentieth century that it was thought 
working-class children had any right to the treasures of English literature and his-
tory, and even later before school readers reflected writings by Australian authors. In 
the previous century, apart from primers and the Bible, children had little access to 
anything else to read, let alone a wide range of reading materials such as we see in 
homes, shops and classrooms today. Adults were not much better off. Imported 
books and reading materials such as newspapers and magazines were limited and too 
expensive for many people to obtain readily. Reading aloud in homes and public 
places was the main means of sharing books and information. As a local trade devel-
oped and production technology improved, more reading material became available 
at affordable prices. But for most of the nineteenth century, there was not much 
around for people to read without making great efforts to belong to book clubs, 
literary institutes and libraries, most of which cost money to belong and were lo-
cated mainly in the larger urban centres. 
These days, in a print-dependent society and a print-saturated environment, 
if a child does not want to read or has difficulty learning to read, the educator looks 
for some impairment or blockage. There is a social stigma attached to being unable 
to read. Australian society blames and condemns individuals or teaching institutions 
if the invention is not mastered! But the relative importance of reading and writing 
today is only because we have made it important and value its acquisition. As an 
indicator, the word 'literacy' was used for the first time in the United States in 1883 
and in the United Kingdom in 1893, according to the Oxford English Dictionary. 
Prior to that, the word 'literate' meant the individual was a member of the 'literati', 
or the well-educated. We know from the past, and from certain groups in our own 
and other societies, that the same value is neither universal nor a given. Studies such 
as those by Brice-Heath (1983) and Gee (1990) suggest that class background can 
determine both what is learned and the degree of attainment sought. Put into an 
historical context, it seems apparent that if a person has managed satisfactorily with-
out being able to read and write (as did every other like-minded person around), 
there would be no pressing need or any reason to learn. There may even be negative 
reactions by social peers to curiosity. A person with few ideas about reading, with 
no concepts about the pleasure or purposes, or one socialised to expect not to le_arn, 
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would see the acquisition of a 'foreign' skill as an unnatural, rather than as a natural, 
outcome of opportunity. In other words, the initial moves by an illiterate among 
illiterates into the realms ofliteracy would require force, fear of retribution or irre-
sistible social pressures, such as could be applied by adults on juveniles or masters on 
servants. There is evidence that this did happen in Australia throughout the nine-
teenth century. The fact that some people could read and some could not had 
nothing to do with relative intelligence. 
So the second assumption that needs to be challenged is that the ability to 
read somehow reflected a lack of intelligence. What needs to be understood is that 
a person formally designated 'illiterate' was not necessarily a slow or stupid person. 
Contemporary audiences in Australia, of course, are inclined to equate illiteracy 
with slow learning or some other intellectual handicap. They find it difficult to 
imagine that a highly intelligent person could be illiterate. Many people these days 
are embarrassed to discover an illiterate predecessor on the family tree. Goody (1977), 
however, has described the intellectuals in the illiterate West African society he 
studied. He describes how intelligence is used in different ways, and how people 
acquire different knowledge and different kinds of knowledge, employing different 
logic. It is also widely recognised that illiterate people have well honed memory 
skills superior to those who know they can rely on print for information. Common 
sense indicates that many illiterate people are/were highly intelligent in groups and 
societies that do not/ did not normally acquire literacy. 
But when considering the success, or otherwise, of reading education in the 
past, there is another important factor to be considered. In looking at the historical 
record, a further assumption that must be challenged is that people who are re-
corded as 'can read' read as we understand that term today. When one reads the 
documentary evidence, a researcher has to be careful that present-day standards are 
not applied to nineteenth-century statements about reading and writing. Methods 
of teaching reading and reading theories of the mid-nineteenth century gave the 
term 'can read' a very wide meaning. Reading has not always been perceived as the 
complex process it is understood to be in contemporary theory. From the sixteenth 
century to the end of the nineteenth century, it was considered to be solely a decod-
ing skill, hence the popularity of the alphabet and spelling methods of instruction. It 
was assumed that the reader comprehended material once it was decoded, not si-
multaneously. In 1835]. A. James gave directions to the readers of his tract on how 
to read 'profitably' Games 1835). He insisted that the reader should not read too 
much at a time for, he argued, books 'that are intended to instruct and impress 
should be read slowly'. Comprehension would follow. The reader had to meditate 
on what was read. 'The first mental exercise is attention, the next reflection ... we 
should pause and ask "Do I understand this?"' These instructions are indicative of 
how the reading process was thought to work. Comprehension was not an integral 
part of reading but the result of reading and came from 'meditation', that is, from 
inwardly listening to the sound of speech. 1 
So the methods of teaching reading reflected the accepted division between 
reading skill and comprehension. The alphabet method originated in the sixteenth 
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century when Edmund Coote arranged letters and syllables in his order of difficulty 
and published them in a teaching manual, English Schoolmaster, in 1596. After 'call-
ing' all the letters, the learner moved on to lists and exercises to be memorised. 
These had little or no meaning, for Coote instructed the reader 'not to regard the 
sense, being frivolous' but only to learn 'distinct reading' (Davies 1973, p. 133). 
Meaning was considered to be an impediment to mechanical accuracy. Now it 
would be hard to justify calling a person a reader ifinsufficient skill was exhibited to 
enable comprehension. But with the perspective on reading as a decoding skill, 
anyone with a knowledge of the sound/symbol relationship was a reader. In some of 
the historical documentation, a knowledge of any of the letters of the alphabet was 
taken as having a knowledge of reading! A 'yes' to the question 'Can you read?' 
could extend from naming a few letters to 'that faculty which gentlemen acquire'.2 
Reverend Kingsrnill of Pentonville Prison in his report of 184 7 categorised prison-
ers' reading abilities as 'well', 'tolerable', 'imperfectly', 'scarcely at all', 'not at all', and 
then added this note:3 
The word 'well' ... implies reading intelligibly and intelligently; the next term 'toler-
ably' a degree below this; imperfectly & designate those wholly unable to read so as to 
pay attention to the meaning. 
Thus historical perceptions of who was a reader were vastly different from 
current perceptions, yet one could argue that there are no differences involved in 
the reading process then and now. The historical information needs to be inter-
preted. It needs to be appreciated that the question 'Can you read and write?' did 
not equate to 'Are you literate?' 
• Learning to read in colonial Australia 
Teaching English language reading skills in early Australian schools differed decid-
edly, depending on whether the school was a private or government establishment. 
The curriculum depended on who you were. If you were the child (most likely, the 
son) of a 'gentleman', you went to a private establishment and were inducted into 
the language and literacy skills as befitted your station in life. This was so the boy 
could become a man of the church, law, public service or officer in the army or 
navy. Commerce and trade, or working as a merchant or landowner, were not held 
in such high esteem but nevertheless required an education involving levels of Eng-
lish competence that, when supplemented by leisure, could afford the cultural as-
pects of a socially superior status. English teaching in these private establishments 
did not start with the basics of reading and writing, for students were expected to 
know the basics from home tuition, from tutors, governesses or from a small pre-
paratory school run by a worthy individual, such as a widow fallen on hard times. 
Education was held to be the responsibility of parents and parents bought the 
education they could best afford. Clerics were favoured as tutors or masters of pri-
vate schools. They were graduates of universities and taught English and Latin gram-
mar. Indeed, the books of instruction were called Grammars, perhaps the .most 
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famous being Murray's Grammar, first published in 1795. The schools were often 
called 'academies' and Cleverley (1971, pp. 121-5) discusses the debate in early 
Sydney about Latin and Greek versus English tuition. The clerics favoured the clas-
sics approach, and King's School, established to train Anglican leaders, could find no 
place for the study of English. Others advertised their private academies as schools 
where pupils could learn 'to read, speak, and write the English Tongue with accu-
racy and propriety' (Sydney Gazette and New South VVciles Advertiser 1804b).Another 
advertisement read: 
Writing (if necessary); and the Grammar of the English Tongue upon the Principles of 
Drs. Lowth, Johnson, Priestly, & other celebrated Writers who have united their ef-
forts in improving the Grammatical structure of their own beautiful and comprehen-
sive Language, which every Englishman ought to be acquainted with, but few attain 
that have not had the advantage of a classical education. 
(Sydney Gazette and New South Wales Advertiser 1806b) 
Public-funded schooling began in Australia for very different reasons. By 
1792, the Colonial Chaplain, the Reverend Richard Johnson, was becoming con-
cerned about the numbers of children around the settlement of Sydney. No provi-
sion had been made for their education or welfare in the planning and organisation 
of the penal settlement. Legitimate and illegitimate children of convicts posed spe-
cial problems, for their parents were unable to support them. Reverend Samuel 
Marsden later commented that the people in general considered their natural chil-
dren to be the property of the State, and that the government was bound to main-
tain them. 4 Orphaned children were even more of a problem, having to fend for 
themselves in a very limited environment. 
Johnson made several attempts to gather the children together and organise a 
school for reading and religious instruction. His first was to employ two convict 
women (Rossen and Johnson) to teach children in their huts, but later he managed 
to arrange for a more comprehensive school in conjunction with his partially com-
pleted church. The school opened in February, 1793, initially with his clerk as 
schoolmaster. The government then made convicts available to act as schoolmasters 
under the direction of the chaplain, providing them with rations. Some financial 
support was forthcoming from the Society for the Propagation of the Gospel to 
help Johnson maintain his school for the population of Sydney. 
Resources were few, books and materials virtually unprocurable and the build-
ings often makeshift, but it was a way of keeping the children occupied and out of 
mischief. Johnson's efforts were supported by Reverend Marsden and Governor 
Hunter who both arrived in the Colony in 1795, for the general climate of drunk-
enness, fighting, swearing, petty crime and sexual activity among the adult popula-
tion caused them to despair and even at times to fear for their lives. 5 They did not 
want the children to be added to the amoral, criminal population. 
What to do with the 'rising generation' of young colonials, to prevent them 
emulating the behaviour of the criminal population, occupied the thoughts of the 
administrators for the next fifty years. They worked and planned for the religious 
and moral teaching of the children, beginning with basic skills for Bible reading so 
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that the criminal, irreligious elements would be submerged in a society that exhib-
ited the useful, respectful, honest qualities of a desirable 'lower order'. 
The decision-makers did not include their own children in their plans for the 
rising generation. They had no doubts about the means of training and teaching 
them. If a 'suitable education' was not available in the colony, the children were sent 
back to England. 6 The pattern established by these expatriates was emulated by the 
gentry-class settlers. If dissatisfied with the opportunities in the colony, families 
would plan periodic sojourns in England, or relatives would act as guardians, while 
the children attended schools.7 
Public colonial schools began in New South Wales as a means of removing 
poor children from what was considered by the governors and the clergy as the bad 
influences of their parents and their environment, to be trained to be religious and 
moral. One of the earliest, the school at Green Hills on the Hawkesbury, began in 
1804 with the declared aim of promoting Christianity and illuminating 'the infant 
mind by the inculcation of moral principles and the help of such branches of useful 
instruction as are absolutely necessary to rescue the rising generation from the mor-
bid glooms of ignorance' (Sydney Gazette and New South VVales Advertiser 1804c). 
In 1810, Governor Macquarie, a Scot familiar with the school system of a 
more education-conscious community, declared that: 
His Excellency, the Governor, being extremely desirous that the Rising Generation of 
the Infant Colony should receive Instruction in those Principles which alone can 
render them dutiful and obedient to the Parents and Superiors, honest, faithful Mem-
bers of Society, and good Christians; and having with much Regret seen a number of 
Children about the town of Sydney, who appear to be wholly neglected in the Educa-
tion and Morals, His Excellency ... is pleased to signify ... that a Public Charity 
School will be established. 
(Syd11ey Gazerre a11d New Sour/I Wales Advertiser 1810b) 
When he asked Lord Bathurst, the Secretary for the Colonies at the time, for 
schoolmasters of 'sedate character', he explained that colonial schools 'would greatly 
Contribute to the Reformation of the Morals of the lower orders of the people' by 
'implanting religious Principles in the Minds of the rising Generation'. 8 
The influence of decisions made in New South Wales on the rest of the 
colonial school systems is pervasive.Van Diemen's Land and Moreton Bay began as 
penal settlements controlled from Sydney, and decisions made in New South Wales 
had implications for the schools that were maintained in other settlements. Al-
though the Swan River was settled in 1829, early depression caused stagnation and 
schooling for the poor was hardly a consideration, apart from soldiers' children, 
until the Sisters of Mercy arrived in 1845.The proximity ofVictoria to New South 
Wales and Van Diemen's Land, settled as it was by colonials rather than by new 
arrivals, meant that the kinds of schooling that occurred there between 1840 and 
1850 were very similar to any in new areas being opened up. People with capital 
came to the planned settlement of Adelaide and schools for the poor to re-establish 
social structures were not needed in the early years. South Australian settlers were 
more likely to teach their own children to read. 
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Thus, government-funded schools had much in common through the whole 
of colonial Australia at any one time; their purpose, organisation, method of in-
struction, and the material used for teaching reading hardly differed. School attend-
ance was erratic. Reverend William Cowper reported to Governor Macquarie in 
1818 that9 
the children of the real poor are favoured with abundant means of instruction, but 
many I am extremely sorry to have occasion to say, despise or neglect the goodness of 
His Majesty's government, as also the kindness of those in authority and those who are 
much concerned for their welfare. 
In 1829, 5724 children were noted in the colony of New South Wales but 
over half of the children eligible for the colonial schools did not attend (Smart 1968, 
p. 210). In Van Diemen's Land in 1836, Governor Arthur reported 29 schools with 
655 scholars enrolled in 26 of them, but by 1847 the number of schools in Van 
Diemen's Land had declined. Governor Denison said in 1851 that '6000 children 
should be in attendance at the public day schools alone, but the total is 2726 with an 
average attendance of 2030' (Reeves 1935, p. 48). 
Distance was always a problem but not the only one. The State could offer 
reading instruction, but it could not compel parents or children to accept. The 1844 
Report of the Select Committee, the Lowe Report, stated that compulsory attend-
ance was a measure 'hostile to the liberty of the subject and would arouse a spirit of 
determined opposition' (Linz 1938, p. 35). The authorities preferred to cajole them 
into cooperation by offering what they saw as a valued opportunity, and argued that 
if it was valued, it should not be free. The dilemma of the school-promoters is 
reflected by the figures supplied by Inspector Thomas Arnold in his 1852 report on 
Tasmanian education.There were 74 public schools enrolling 3366 pupils but 1478 
were under the age of7 years. In fact, 76% of the total enrolment was under 9 years 
of age (Reeves 1935, p. 54). Arnold blamed the penny-a-day system for the falling 
off of numbers in the higher classes. Parents could not or would not pay for lengthy 
periods of instruction, and the authorities were never over-generous. Discussing 
schools of 1848, Reverend Hassall wrote:'The difficulties in the way of establishing 
schools were, at that time, very great. There was no Government grant, the excep-
tions being small sums dispensed through the Bishop'. Teachers were scarce 'and it 
was by no means easy to make sure of their character and fitness' (Hassall 1977 
(1902), p. 67). 
The materials used for teaching reading in the colonial schools showed clearly 
the purpose for instruction. For religious teaching, the books imparted not only 
religious knowledge but religious bigotry and the social values of the school-
promoters. The material reinforced hierarchical social positions, preaching virtues 
of poverty, labour and being content with one's lot in life, as an examination of the 
books used reveals. 
Schoolbooks were always in short supply in Australia; they were expensive 
and normally had to be obtained from Britain. The colonial schools ordered sup-
plies from the Society for Promoting Christian Knowledge (SPCK), the British and 
Foreign School Society and the Sunday School Society, for these societies subsidised 
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the publication of religious schoolbooks and sold them at a discount, a benefit not 
allowed secular books. Requests for Bibles, prayer books, spelling books and other 
'suitable' books for the use of the children in colonial schools came from gover-
nors, 10 inspectors, 11 and schoolmasters. 12 Through these means, then, we can trace 
the increased use of school society material for teaching reading. 
Copies of the Child's First Book, Parts 1 and 2, published by the SPCK, came 
with the First Fleet and were used by the convict schoolmasters to supplement the 
Testaments, prayer books and Bibles. In 1809, the Government Printer issued a 
spelling book based on An English Spelling Book.Although primarily for the Orphan 
Institution, copies were made available for other colonial schools. 
By 1820, school society publications were beginning to assume significance 
as the Lancaster and Bell systems of instruction became policy. The Reverend J. Youl 
told the Bigge Enquiry that schools around Launceston had very few books till he 
obtained 'a good supply' from a Sunday School society in London (quoted in Reeves 
1935, p. 12) . The schoolmaster at Clarence Plains in Tasmania, W Speed, was in-
formed that unless he strictly adhered to 'Dr. Bell's System of Education' with its 
books from the SPCK, he was likely to lose his position. 13 Archdeacon Scott ar-
ranged for each school under the direction of the Church and School Corporation 
to have 'a lending library for the use of children ... selected from the catalogue of 
the SPCK'. 14 The Australian School Society, formed in 1835, was really a branch of 
the British and Foreign School Society which also published 'Reading Lesson Books' 
(Gollan 1925, p. 17). 
In 1839, under the Board ofEducation, schools in Van Diemen's Land adopted 
the British and Foreign School System, and Governor Franklin ordered supplies of 
books from London for thirty schools. Until they arrived, he arranged for the spell-
ing books and some of the earlier reading lessons of the Society to be reprinted in 
the colony (Reeves 1935, p. 33). In Western Australia, in 1852, the schoolmaster, 
N. D. Williams, was in 'some perplexity about keeping the children supplied with 
necessary books', for the reading books were nearly worn out from constant use, 
and he urgently required a further supply of British and Foreign School Society 
books (Haynes et al. 1976, p. 22). 
The books were sequenced. The spelling books were lists of syllables and 
words, but the Reading Lessons were sentences or simple stories devised to practise 
the words of one, two, three and then more syllables, as the spelling levels of diffi-
culty increased. The National System, based on Bell's method of instruction, adapted 
Sarah Trimmer's Charity Spelling Book to create Books 1 and 2 of the recommended 
series (Goldstrom 1972, p. 16). Book 1 consisted of twelve sheet cards of words and 
phrases, and Book 2 was a twelve-page booklet of simple stories in words of one 
syllable. SPCK tracts provided the next level of material. Parable, Discourse of our 
Saviour, Sermon on the Mount, Miracles ef our Saviour and Ostervald's Abridgement ef the 
Bible preceded the use of the Testament, prayer book and Bible in Anglican schools. 
The liturgy and catechism were also taught. 
The British and Foreign School Society system recommended that the Bible 
be 'read without comment', that is, without interpretation, and accordingly creed, 
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catechism and doctrine were omitted. These schools proceeded in a similar manner 
to the Anglican schools, except that the highest class's comprehension of the daily 
Bible reading was limited to 'interrogation': 
Seek ye the Lord while he may be found; call ye upon Him while he is near. 
Q. Who are to seek? A. All men. 
Whom are we to seek? The Lord. 
When are we to seek the Lord? While He may be found. 
Whom are we to call upon? Him. 
What is meant be Him? The Lord. 
What is meant by seek? Enquire after. 
What name is given to the act of calling upon the Lord? Prayer. 
(quoted in Reeves 1935, p. 33) 
The Reading Lesson books of all the school societies claimed to be morally 
sound and doctrinally irreproachable, for they were exceedingly sensitive to any 
suggestion that they were not fulfilling their roles as perpetrators of true Christianity 
and guardians of public morality (Goldstrom 1972, p. 16). As Goldstrom (1972, 
p. 19) observes: 
Predictably, the books are deeply religious in character, with reference to the Com-
mandments, God, the Thirty-Nine Articles and the life hereafter on every page. Eve-
rywhere the Bible looms large. It is the best and only guide to living ... to be consulted 
in all practical matters ... and a comfort in adversity. 
But the books did more than talk about the Bible and religion. The content 
of the moral tales taught the children that each person should be' contented with his 
station, because it is necessary that some should be above others in this world'; and 
again, 'the duty of a servant is to be obedient, diligent, sober, just, honest, frugal, 
orderly in his behaviour, submissive and respectful towards his master and his mis-
tress, and kind to his fellow-servants; he must be contented in his station' (Sarah 
Trimmer, The Servant's Friend, cited in Goldstrom 1972, p. 23). 
The books exhorted the children to be good and obedient to those in au-
thority, as these sentences from the Charity Spelling Book (Goldstrom 1972, p. 27) 
illustrate: 
Those who are rich, will not help those who are poor if they will not try to be good. 
You may have good friends in the School, if you mind your work and your book, and 
do no bad things. 
If you are told of bad tricks, try to leave them off as soon as you can. 
Bad tricks and faults will do you harm more ways than one. 
Do just as you are bid by those who teach you. 
The children read in words of one syllable that: 
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There was a boy whose name was Bob Hearn; his way was to beg in the street all day; 
he did not care for dirt or rags, though it is quite a shame for boys or girls who have 
their health and the use of their limbs to beg in the streets; but some boys and girls have 
no shame in them, though they can not get friends if they go in dirt and rags through 
their own faults. 
or had the harder words broken down for them in the SPCK's Child's First 
Book (Part 1: 'The Christian Scholar'): 
My good Child, 
The vi-ces which child-ren of your age are most u-su-al-ly tempt-ed to com-mit, are 
ly-ing, tak-ing God's name in vain and steal-ing. Ly-ing, and pro-fan-ing God's name, 
are faults which ap-pear ve-ry early; these are found in child-ren al-most as soon as 
they can speak, and are chief-ly ow-ing to the bad ex-am-ple of their par-ents, or o-
thers of their own fa-mi-ly. 
(Goldstrom 1972, p. 27) 
This was to show that they and their parents were at fault for being 'poor' and 
'wicked'. 
But however bad the situation, at least they had the comfort of being Chris-
tian, according to the reading books: 'My child, be thankful to God that thou wast 
born ef Christian parents. For Christian birthright is a mighty blessing' .15 Colonial 
school children were left in no doubt as to where they were expected to fit into the 
social pattern. Taught to be grateful for the attention of their 'betters', expected to 
be cheerful and obedient to the wishes of their employers and to be satisfied with 
poverty, the children were also shown that they were still superior to the Aboriginal 
people they had displaced. The whole thrust of the reading instruction was to in-
doctrinate the 'lower orders' to accept the social position predetermined by the 
school-promoters. 
But there was no harmony between the Christian denominations as they 
jostled for the hearts and minds of the rising generation. In 1833, Governor Bourke 
reacted to the religious factionalism that had developed in public schooling by sug-
gesting that Australia accept the recent Irish solution of disassociating the reading 
tuition from religious education. 16 While still maintaining the moral training and 
general Bible history, the National Irish System allowed a degree of secular material 
to be used in reading instruction. The sectarian religious teaching was the duty of 
the clergy, rather than the teachers. 
Colonial society was outraged as Governor Bourke persisted with his convic-
tion that the National Irish System was right for Australia. Public feeling against the 
removal of specific religious instruction was matched by a more general fear that the 
system somehow threatened the Protestant monopoly of colonial schooling. A sys-
tem from Ireland had to be dangerous. In a petition to Governor Bourke, the 'Prot-
estants of New South Wales' argued that 'no civil authority should sit in judgement 
upon the Word of God, determining how much of it is properly admissible in a 
place of juvenile education', that extracts from Scripture were inadequate for the 
reading lessons, and that the publications 'would tend to destroy the confidence of 
weak and untutored minds in the authenticity of the Bible' .17 · 
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The National Irish Readers did, however, gradually gain acceptance in schools 
during the 1840s and 1850s as the sectarian instruction in reading declined and as 
the division between the religious education and the teaching of reading spread. 
The National Irish Readers included geography and natural history as suitable topics 
for reading, particularly knowledge about Ireland. Poetry supplemented prose, and 
occasional stories about the ancient world were added to the great chunks of scrip-
tural history (Irish National Readers c. 1870 (1834), Book 4). 
Colonial elites had nothing to fear from the messages being given to the poor 
in the reading books, however. For example, in the first Irish Reader, the child is told 
'You must not vaunt or boast of your skill' and 'If I sin, I am bad. Let me not sin, as 
bad men do'. 
A substantial part of Book 4 is devoted to 'Political Economy', with topics 
such as 'On Value', 'On Wages', 'On Capital', 'On Taxes', 'Letting and Hiring', 'Rich 
and Poor'. The pupils were told that it was their fault if they were poor when they 
did not save (Irish National Readers c. 1870 (1834), Book 4, p. 267).They should be 
honest, diligent, prudent and frugal. They should not envy the wealth of others, for 
really rich people are needed in a society to sustain the labour of the poor. It contin-
ued: 
Scripture forbids us to covet our neighbour's goods, not because he makes a right use 
of them, but because they are his ... God has appointed to each his own trials, and his 
own duties; and He will judge you, not according to what you think you would have 
done in some different station, but according to what you have done, in that station in 
which He has placed you. 
(Irish National Readers c. 1870 (1834), Book 4, pp. 279-80) 
Capitalism was preached through the reading books, and the colonial child 
would have learnt in no uncertain terms what was to be his role in the manufacture 
and distribution of capital. For capital to work effectively, a conforming, acquies-
cent working class, comprised of people like 'himself', was essential. 
Although the school-promoters in colonial Australia found the publications 
of the SPCK and the school societies admirably suited to their purposes, they were 
sometimes too costly ot hard to obtain. The Bible remained therefore a school text 
for teaching reading, as it was always readily available and reasonably cheap. From 
1817, the Auxiliary Bible Society in Sydney was instrumental in distributing sup-
plies of Bibles throughout the settlements, and in 1819 a Van Diemen's Land branch 
was established to sell them cheaply or distribute them free of charge in the colony 
(Hobart Town Gazette and Southern Reporter 1967 (1818-1829), 14 Mar. 1818, 24 
April 1818, 8 May 1819). 
The teaching of reading and the accompanying religious education occupied 
a great deal of the school day, as the following timetables for 1848 illustrate: 18 
Roman Catholic schools 
9a.m. Bell rings, children assemble, come into school, slates given out and the 
arrangements made for the day. 
182 TEACHING THE ENGLISH SUBJECTS 
9.30 Prayers-Lord's Prayer, Hail Mary, Apostles Creed, Acts of Faith, Hope, 
Charity and Contrition, Prayers for the Archbishop, Queen and Faithful 
departed. 
9 .45 Spelling classes 
10.30 Catechism classes 
11 a.m. Arithmetic 
12 a.m. Angelus then Reading Classes 
1 p.m. Recreation 
2 p.m. Grammar and Geography 
3.15 Prayers-Lord's Prayer, Litany of the Virgin etc. 
Dismissal 
Anglican schools 
9 a.m. 
9.04 
12.30 
2p.m. 
4.45 
Morning Prayers 
Lessons chosen from Reading, Writing, Spelling, Catechism, Old 
Testament, Tables, Arithmetic, Repetition, Faith and Duty of the Chris-
tian and frequent examination periods. 
Recreation 
Further lessons, Geography and History added to previous list. 
Evening prayers 
5 p.m. Dismiss 
The 'hidden curriculum', although not very subtly hidden, made the teach-
ing of reading a strategy for social control, for the aspirations of the colonial elite 
were little changed since Governor Macquarie proclaimed to the inhabitants of 
New South Wales: 
The higher classes will set an Example of Subordination, Morality, and Decorum; and 
... those in an inferior station will endeavour to distinguish themselves only by their 
Loyalty, their Sobriety, and their Industry; by which Means alone the welfare and 
Happiness of the Community can be effectually promoted. 
(Sydney Gazette and New South 1#1/es Advertiser 1810a) 
The pedagogy employed in these colonial schools was based on the monitorial 
systems of Lancaster or Bell, and schools were built accordingly. There would be 
one large room that could be portioned off with curtains so that classes of girls or 
boys could gather round charts pasted onto the wall. Infants were accommodated in 
a gallery of raised benches. The system was described by its inventor as follows. The 
children traced letters in a sandbox in front of them on a command from a monitor. 
Each child traced and copied and retraced 'till he [could] make the letter hiro"self 
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without the monitor's assistance' (Lancaster 1973 (1805), p. 44). The letters were 
learnt in order of formation-lines (I HT LE FI 1), angles (A VW MN Z KY X-
v wk y z), then circles and curves (0 U CJ GDP BR Q S-a ob d p q gem n 
h t u r s f j). The monitor smoothed the sand for each boy (for the system was 
originally designed to teach only boys) with a flat-iron. 
The letters were also drilled from a chart on the classroom wall, the boys 
standing round in a semi-circle and numbered from 1 to 12. The best boy stood in 
the first place and wore a badge marked 'Merit' as a badge of honour.The monitor 
asked 'What letter is that?' If the correct answer was given, the first boy retained his 
place. If he was unable to answer, the next boy was asked and, if he answered cor-
rectly, changed places with the first and wore the Merit badge. The instruction 
continued in this fashion; the boys were to teach themselves while the monitor 
regulated the behaviour. 
The system of sand and charts did away with much of the need for pens, 
paper and reading books and the attendant high cost, although children from the 
third class up used slates instead of sand. Two-letter syllables and words were taught 
in the same manner, spelt out to the monitor or written from dictation. Lists of 
words and simple sentences were taught and drilled until the children could handle 
words of five or six letters, longer words were broken down into manageable sylla-
bles, and then they were 'admitted to read in the Testament'. Lancaster also used 
passages of scripture for reading or religious instruction for, to him and to others (as 
has been described), they were synonymous.The lessons were read and re-read until 
committed to memory. This was as an insurance against the possibility of the adult 
'throwing off every restraint' and not reading the Bible. 'The memories of youth 
cannot be too well furnished with the knowledge of the Scripture' (Lancaster 1973 
(1805), p. 163). 
Such was the foundation of government school tuition for rote learning, drill 
and practice, and the determinant of school architecture in colonial Australia (see 
Burchell 1980). 
Literate colonists with families anticipated that their children would receive 
an education similar to their own. Basic reading instruction began at an early age in 
the home, where children were often taught their letters by mothers.Ann Marsden, 
at five and a half years old 'reads a little and works very neat', according to her 
mother in 1799. 19 From the Swan River, Hester Tanner wrote to her mother-in-law 
that her barely three-year-old son was making excellent progress: 'Cobbits Spelling 
books you were so kind as to give Afric is now in use. Afric reads words of 3 letters 
very well, he is very quick'.20 
But some mothers, trying to maintain unfamiliar pioneering roles, did not 
have the time, the health or sometimes the energy to teach their young children 
their letters. A constant cry in the correspondence is that the education of their 
children was suffering as a consequence of settling in a new land. Where money was 
available, they advertised for governesses and tutors, like the Powells: 
Wanted 
An instructress, capable of taking the care of several children to reside at Hawkes bury 
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and liberal encouragement given. A line addressed the Edward Powell at Hawkes bury 
will be answered or terms made known to any applicant by G. Howe, Back Row, East. 
(Sydney Gazette and New South Wales Advertiser 1804a) 
Others, like the Batmans, brought governesses with them when they settled 
on the Yarra (Rankin 1939, p. 24). In the penal colonies, assigned servants who 
were literate were used as tutors for the children. 
For those living in more populous areas, there was always the small private 
establishments, the 'front room' schools, as Rankin called them, considered 'respect-
able' enough for gentry children to attend, where basic skills could be drilled. The 
Sydney Gazette and New South Wales Advertiser and the Hobart Town Gazette and Southern 
Reporter carried numerous advertisements for such schools; Swan River had its share; 
and so on. The initial stages of learning letters and syllables was tiresome and re-
quired a degree of devotion on the part of the parent or teacher. An interesting 
advertisement appeared in the Sydney Gazette and New South TMiles Advertiser in 
1809. It read: 
Notice to Parents: 
A Child in Four Months, shall be taught from the Alphabet to read the Testament, as 
correctly as the weakness of Childhood will admit, for Five Guineas; only six 
Children can be attended; and when that number shall have agreed to the Terms, the 
Teacher will conunence. Apply to the Printer. 
It was followed by editorial comment that began: 
Such an undertaking as the above, scarcely within the possibility of accomplishment as 
it doubtless must appear, ought certainly to be encouraged in its conunencement by a 
fair trial, as the utility of the object gives it a more than ordinary level ... The advan-
tage of comprising this tedious process within the short space of four months is self-
evident; and, it is hoped, the effort will be encouraged in full proportion to its success. 
(Sydney Gazette and New South VV<iles Advertiser 1809, n.d.) 
The sooner the basic skill was mastered, the sooner the child's education 
could begin, for the teaching of reading had no part in the curriculum of schools 
offering liberal education. Institutions such as King's School, Parramatta; Sydney 
College; Hutchins School and Friends School, Hobart; Scotch College (Melbourne 
Academy); Launceston Grammar; St Peter's, Adelaide; or any of the other schools 
which came to base their systems on that of Dr Arnold and Rugby, have no rel-
evance to a study of the teaching of reading, because reading was not taught in 
them. In 1825, when Dr Lawrence Halloran was proposing the establishment of a 
Grammar school, the regulations stated that the boy had to be nine years old and 
already able to read (Lumsdaine 1945, pp. 5-6). 
A typical education for a boy from the top of the colonial social scale is 
demonstrated by the schooling of James Hassall. He learnt to read before he was 
sent to King's School, Parramatta, in 1832. There, dressed in a pinafore and cap, 
from 7 a.m. to 9 p.m. he learnt 'Eton Latin Grammar parrot-like and the Church 
Catechism' along with Greek and Latin classics, for twenty-eight pounds per annum 
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(Hassall 1977 (1902), p. 15). He left King's to be taught at home by a governess and 
then by a tutor, before being sent to Mr Makinson's private school in 1835-1836 as 
a boarder. After a time at a school kept at Castlereagh by Reverend John Fulton, he 
became a resident pupil ofReverend Forrest when he was sixteen to seventeen years 
old, paying them one hundred pounds per annum. 
The availability of the tuition desired for boys from the 'better' families de-
pended on a teacher with a good classical education, and good teachers with cul-
tural backgrounds were difficult to find in the colonies. The qualities that the au-
thorities desired were not only the competence to impart knowledge, but also to 
sound like a gentleman and exhibit the accomplishments of a gentleman. Dr Halloran, 
transported for counterfeiting in 1818 at the age of 50, had been such a gentleman 
schoolmaster in his past. Governor Macquarie overlooked his offences, and gave 
him a ticket-of-leave to set up a 'classical' school in Sydney. He lost his freedom 
again, having become embroiled in further trouble, but was given another chance in 
1820. He was provided with every assistance to continue his educational establish-
ment (Lumsdaine 1945, pp. 5-6). Mr Jones and his son were not so fortunate. Their 
characters and their competence were not in question, but at a Board of Enquiry at 
Hobart in 1835, it was suggested that they were 'unsuitable' as gentlemen school-
masters for their dialect rendered them 'ineligible for the tuition of boys from a 
higher sphere' (Board of Enquiry 1835, cited in Barrett 1966, p. 155). 
No restrictions were placed on what could be read in the initial stages of 
teaching these children to read; no 'Bible only' or School Society primers inhibited 
motivation and enjoyment.John Connell advertised Universal Spelling books, Reading 
Made Easy, and children's books in 1806.There were copies of jack the Giant Killer, 
St George and the Dragon, The Seven Champions of Christendom, and Robinson Crusoe 
among other 'light and innocent' literature available for purchase (Sydney Gazette 
and New South r.Vczles Advertiser 1806a). Fanny Macarthur's early reading books were 
not so lively, for Mrs Hannah Boyd purchased and sent her mother Maria Edgeworth's 
Early Lessons and Parent's Assistant, early lessons in Victorian morality to reinforce the 
other Tract Society publications, but at least there were stories about children even 
ifthe books were not theArabian Nights that Fanny desired (Atchison 1960,p. 134). 
The sharp division, between schools for the elite which offered education, 
and schools for the poor, which taught the 3Rs, was jealously retained throughout 
colonial Australia. Parents bought and expected to pay heavily for a liberal educa-
tion, for in doing so, they bought social standing for themselves and their children. 
Schools to combine fee-paying pupils with those receiving free schooling were 
attempted from time to time, but these attempts soon disintegrated, as the fee-
paying pupils were quickly removed from the schools by the parents. In the Swan 
River colony in 1855, the Education Committee's suggestion that there be no class 
education, no discrimination 'as to the parties to whom it is to be imparted', was 
rejected by Governor Kennedy as highly unsuitable, for education was not for all, 
even if the colony's needs would seem to suggest it was possibly a worthwhile in-
vestment. 21 
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• Learning to read becomes compulsory 
The early years of the 1870s were highly significant in the history of popular educa-
tion. Throughout England, Scotland, Wales and Ireland, as well as in British colonial 
dependencies, laws were introduced that were designed to bring the 3Rs to the 
population as a whole. Building on earlier church and charity endeavours, and for a 
variety of stated reasons, governments assumed various degrees of responsibility for 
providing education for the masses (Hurt 1979; Wardle 1974). Australia was no 
different. Aware of the English Elementary Education Act and the new Code of 
Regulations, the school promoters and local decision-makers in the various loca-
tions passed legislation to promote 'free, compulsory and secular' education over the 
next decade. In Western Australia, the Elementary Education Act was passed in 
1871. It was 'An Act to provide for Public Elementary Education, and to encourage 
voluntary efforts in support of Schools', giving assistance to government and as-
sisted (church) schools alike (Mossenson 1972).22 It included an optional compul-
sory attendance clause that required all children between the ages of six and four-
teen residing within three miles of a school to attend, and was designed to facilitate 
the stated objectives: 
That it has placed under the control of the people of the Colony a plain and simple 
means of instruction, open to all who choose to avail of it, at an exceedingly reason-
able rate; and that there is now no place in the Colony, however remote, when ten or 
twelve children can be collected together that the means to teach them the rudiments 
of education need be wanting. 
(Western Australia Central Board of Education 1874, p. 4) 
It was the newly created Central Board of Education, located in Perth under 
the chairmanship of the Colonial Secretary, Fred P. Barlee, that framed the bylaws, 
apportioned funds and decided on salaries for the teachers and the scale of fees for 
parents. Its members were well-known public figures of the time, all of different 
denominational persuasions. Local management was the responsibility of District 
Boards of members elected by the local community. It was just one of the attempts 
around Australia to enlarge the educational provision. 
Reform movements in each colony in turn resulted in local legislative solu-
tions and 'special definitions', as Barcan (1980, p. 131) says, for the terms 'free', 
'secular', and 'compulsory'. Legislation was passed in Victoria in 1872, in South 
Australia and Queensland in 1875, in New South Wales in 1880, and in Tasmania in 
1885. 
Along with these changes came changes in the reading curriculum. The leg-
islation often included Standards and what was meant as achievements in these Stand-
ards. Oral reading was the focus of assessment. To appreciate the levels of attainment 
exhibited by children at this time, there needs to be an understanding of what was 
being taught, the means of instruction, the time spent on the various tasks, and 
what was acceptable as 'proficiency'. When this is matched to the composition of 
classes, the length of the period of instruction and the interruptions to schooling 
through non-attendance, school closures, itinerancy and other causes that limited 
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the extent or continuity of learning, assessing attainment becomes complex. Fur-
ther, given that schooling was being directed at children from poor literate or non-
literate backgrounds, there were not too many opportunities for reinforcing devel-
oping reading and writing skills outside school. In Western Australia the reports of 
Inspector Adkinson to the Central Board give some indication of the quality of 
teaching and learning over the period 1870-1890. 
William Adkinson had been recruited from London in 1862 to teach at Perth 
Boys School. He became Western Australia's first Inspector of Schools, informally 
from 1863 and formally from 1869. He became a fulltime inspector from 1872, 
recognised as an expert in elementary education (see Fletcher 1982, pp. 66-99). 
Adkinson was thorough in his assessment and reporting, and his reports covered not 
only the numbers of students examined and passed but also descriptions of the 
performances, as well as reasons for the results. Over the period, his reports in-
cluded his concerns about the books and methods employed, his recognition of the 
problems of attendance, parent expectations, and the quality of teaching. He was 
also appreciative that the successes had more to do with the commitment of the 
teachers than the exertions of the various Boards and their members. 
Schools were organised into Standards-Standard I through to Standard VII. 
Below Standard I were Infants I, II, and III.A child starting school at five or six years 
of age could expect to enter Standard I aged seven or eight and progress through to 
Standard V by twelve years of age on the basis of average intelligence and an average 
attendance of four days per week. Standards VI and VII were intended for pupil-
teachers and monitors. Pupils were expected to leave after Standards IV or V, having 
reached a satisfactory level of proficiency. Inspector Adkinson wrote in 1875: 'Few 
District Boards would probably think it wise or expedient, at the present time to 
insist upon a higher standard, in the Country Districts, than the fourth or fifth 
(Standard)' (Western Australia Central Board of Education 1889, Inspector's report 
for 1875, p. 6). 
The reading and writing standards required varied little over the next twenty 
years. In 1871, as part of the Education Act, the Reading standards set were: 
Children Under Seven (Infants I, II and III) 
1 A fair proficiency in disciplinary exercises. 
2 Satisfactory proof that the children are instructed in Reading, Writing and 
Arithmetic suitably to their age. 
Standard I Narrative in Monosyllables 
II Narrative next in order after monosyllables in an Elementary Reading 
Book 
III To read with tolerable fluency the sequels to Irish Board's Second 
Book, or equivalent 
IV The Irish Third Book or its equivalent 
V The Irish Fourth Book or equivalent, and to comprehend the sense of 
what is read 
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VI 
VII 
To read a few lines of Poetry from an advanced Reading Book in the 
School 
To read with fluency, ease and expression, an ordinary book, or 
passage from Newspaper, Prose or Poetry 
(Western Australia Central Board of Education 1871) 
These requirements implied that young children would be taught to recog-
nise the alphabet and letter clusters by rote, spelling them aloud over and over again 
until memorised. Some of the letter clusters formed words, like 'it' 'at' 'to' 'up', but 
most carried no meaning. From that basis, sentences and texts limited to words of a 
single syllable provided later Standard I practice in decoding. The Second Book of 
Lessons, compiled for the Commissioners of National Education in Ireland and used 
in Standards II and III, began: 
boy stand hair 
girl wrong nmse 
comb school learnt 
hand home good 
know wash class 
Boys and girls must not play all day. So comb your hair, and wash your hands, and 
come to school. Stand up in your class; you can read some words now. 
(cited in Chalmers 1976, pp. 31-2) 
In time, texts with words of more than one syllable were introduced. Oral 
reading played the dominant part in the curriculum, for 'reading' by the alphabet 
method was primarily decoding; a text reconstituted into oral language. Compre-
hension was a later goal. The very idea of silent reading (as 'reading' is now thought 
to be), not introduced into schools until the end of the century, may be a very late 
concept according to Hughes (1965, p. 36), who is persuaded that, for centuries, all 
people read quite slowly moving their lips and following a text with their fingers. 23 
. Learning the alphabet and letter clusters did not always come easily.As a mid-
nineteenth-century educator noted: 
The alphabet is usually the first subject presented to the notice of the child at school; 
and a more difficult or tiresome lesson he is never doomed to meet with in his whole 
future course. The names of the letters are unmeaning and arbitrary sounds; and, with 
two or three exceptions, the forms are not associated with any objects previously 
recognized. How can such an exercise be expected to produce anything but weariness 
and disgust? ... the greatest object in all instruction [is to] conquer the natural inatten-
tion of the child and make him thoroughly understand what he ought to learn. 
(Symons 1971 (1852), p. 71) 
In 1878 Adkinson wrote in his annual report that: 
As usual, the highest proficiency is attained in this subject [i.e. Reading].A knowledge 
of the subject matter read cannot well be taken into account in deciding a 'pass' of any 
individual scholar. Provided that in the lower classes the selected passage is read flu-
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ently and in higher classes with a fair amount of intelligent expressions the scholars are 
'passed'. 
(Western Australia Central Board of Education 1889, Inspector's report for 1881) 
The introduction of mass education was not a resounding success every-
where in all the colonies, and the documentary evidence contains many references 
to enrolments and attendance being highly unsatisfactory. Compulsory Officers were 
appointed whose duty it was to ensure attendance, compile a list of all children of 
school age residing within the compulsory distance of the school, and keep it up to 
date. It is very apparent that there were many families which did not bother with or 
saw no relevance to schooling. This was especially so in rural areas, but was evident 
even in urban areas where most of the children enrolled attended fairly irregularly. 
This was even more of a problem, as attendance was linked to the income of the 
governing boards and salaries for teachers. Some absenteeism could not be helped. 
During 1880 in Western Australia, for example, the whole colony had an influenza 
epidemic and severe ophthalmia which had kept children from school for weeks at 
a time. Measles struck in 1883. There was always the acknowledged shortage of 
labour during the harvest, and boys had to assist on the farms. But truancy was also 
a major problem. The school-providers were distressed that parents did not value 
education sufficiently 'to induce them to make some present sacrifices for the chil-
dren's future good', and children would grow up ignorant and barbarous through 
parental neglect. Inspector Adkinson stated that 'the increase in the annual attend-
ance of scholars ... can scarcely have kept pace with the yearly growth of the school-
going portion of the population, notwithstanding the provision made to carry out 
the Compulsory Clauses of the Education Act' (Western Australia Central Board of 
Education 1889, Inspector's report for 1881). 
There were other reasons for authorities to be dissatisfied with the status of 
schooling and reading education at this time. Although the Alphabet Method of 
instruction remained in place in most states, there was a growing dissatisfaction with 
the National Irish Readers. In Victoria, there was a Royal Commission 'upon the 
Administration, Organization and General Conditions of Education' in 1882-1884. 
From the Minutes of Evidence given by G.Wilson Brown, Secretary to the Educa-
tion Department, it can be seen that there was still concern about the religious 
content of the reading books used in schools. This time it came from non-Christian 
sectors. The Anglo-Israel Association objected in 1874 and again in 1875, giving 
instances of the passages they objected to. There were overtures from New South 
Wales to prepare 'a set of reading books for use in the several Australian colonies', 
but in the meantime New South Wales had gone ahead and opted for books pub-
lished by Collins in 1875. A new Minister in Victoria was concerned, not only by 
the religious content of the National Irish Readers but also by the fact that 'they 
contained a mass of information relating to Ireland, and very little relative to other 
countries, particularly Australia' (Austin 1963). In 1876 Minister Ramsay asked the 
headmasters of the Church ofEngland Grammar School, the Scotch College,Wesley 
College, St Patrick's College, Presbyterian Ladies' College, the Hawthorn Gram-
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mar School and the Kew High School to a meeting to advise 'as to the best books 
for use in our schools'. They recommended Nelson's Royal School series and these 
were then adopted, with some editing, by the Education Department. 24 
The outcomes of the period gave reason for reflection. Parent apathy and 
.poor attendance, boredom and truancy, poverty, expense and avoidance, epidemic, 
illness and irregular attendance-schools did not achieve much to improve the read-
ing abilities of children. The same could be said for the schooling experience of 
children in England as well. One of the reasons identified for the failure was the lack 
of trained teachers-the profession was on the brink of a revolution. 
• The New Education and a literary heritage shared 
Alec Ellis, in his study of the history of children's reading and literature (Ellis 1963), 
discusses the growth of juvenile literature in England during the period 1860-1890 
as well as the primacy ofThomas Nelson as a publisher in this area, so it was not 
surprising that school books by the same publisher fostered a more literary approach 
to reading. In tune with new ideas about education for the working classes, which 
called for the institution of a system which would develop in children the nobler 
feelings of human nature (love, tenderness, sympathy, a desire for approval, and a 
spirit of sacrifice-Ellis 1963, p. 91), the syllabus was widened to included literature 
as an examination subject for the first time in 1871. Thus the Royal School Readers 
and series like them provided books at the lower levels to 'overcome mechanical 
difficulties' and books at the higher levels to present a range ofliterary extracts and 
forms. As Ellis pointed out, from 1870 to 1890 there was a growing distinction 
between reading books and textbooks for each subject area, although the latter 
books were still to be of 'literary quality'. Publishers such as Nelson and Collins 
produced History Readers and Geographical Readers in addition to the Literary 
Readers used in the higher grades (Ellis 1963, pp. 92). 
The following extract from the Preface of Royal Reader Book VI gives a fla-
vour of the books and approach that was advocated by the publishers: 
This volume completes the ordinary Series ofThe Royal Readers. It differs from 
No. V, in embracing a wider range of subjects, and in making considerably greater 
demands on the intelligence and knowledge of the young scholar. At the same time, 
the lessons have been made as interesting as possible, in order to fulfil what has already 
been repeatedly pointed out as the aim of the Series-namely, 'To cultivate the love ef 
reading by presenting interesting subjects treated in an attractive style'. It is worthy of 
notice that this volume is not a mere collection of literary fragments. Every subject 
taken up in it is treated with a degree of completeness which will at once satisfy the 
inquiring mind and stimulate its powers of thought. 
(Royal Reader Book VI 1890, Preface) 
The earlier volumes in the series gave an explanation of the structure of the 
reading lessons designed to promote a love of reading. The 1905 edition of Book III 
read thus: 
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The more children read, they will read the more fluently, intelligently, and gracefully; 
and children can only be induced to read much by giving them subjects to read about, 
in which they will naturally feel interested, and by so treating these subjects as to 
render them attractive ... The lessons are designed so to interest young people as to 
induce them to read, not as task-work merely, but for the pleasure of the thing. They 
avoid as much as possible that dull solidity which so much tends to make school hours 
a weariness to the young. 
(Royal Reader Book III 1905) 
The lessons focused on meanings of words, and spelling with an emphasis on 
visual memory and pronunciation. There were then questions to test comprehen-
sion. Finally it was suggested that structured questioning of the lesson would assist 
with Composition. The Preface suggests that 
the same questions should be afterwards used as a Composition Exercise. In this case, 
each answer must be in the form of a complete sentence, reproducing the chief part of 
the questions as a direct statement. For example the questions on the picture of'The 
Sailor and the Monkeys' ... should be thus answered:- 'Who is that lying on the 
ground?' There is a sailor lying on the ground. 'What is he doing?' He is fast asleep ... As a 
more advanced exercise, the sentences may be turned in the narrative form, thus:-
'There was once a sailor lying on the ground fast asleep, when a number of monkeys 
came and stole caps from a bundle which was lying beside him'. 
(Royal Reader Book Ill 1905, Preface) 
Along with the change in content came a change in primary method. The 
second half of the nineteenth century saw many outcomes of theories and philoso-
phies of education expressed by writers like Froebel, Herbart, Matthew Arnold, 
]. S. Mill, T. H. Huxley, Herbert Spencer, to name a few. With the growth of edu-
cational thought came a growth in teaching as a profession, and the establishment of 
training schools and colleges, with manuals on principles and methods of teaching. 
The contribution of F.]. Gladman to teacher training in Australia was not insignifi-
cant. His manual School Method, Notes and Hints, published in 1877 and written in 
the weeks before he left England to take charge of the Melbourne Training Institu-
tion in the same year, was used to prepare teachers for the task of teaching reading. 
A similar volume, School Management and Methods of Instruction, first published in 
1900 by George Collar, principal of a pupil-teacher school, and Charles Crook, a 
headmaster, in England was in use in Australia as well by the turn of the century. 25 
By this time, there were options in methodology. The evidence shows that the old 
alphabet spelling method was being challenged by a range of alternatives. Look and 
Say, language experience, sentence methods, diacritical marking, modified codes 
and phonetics were all tried, but all Education Departments around Australia were 
advocating the phonic method of teaching reading by the 1890s. 
In Western Australia the 1898 Regulations set out a program of secular in-
struction in reading as follows: 
Teachers are at liberty to choose their own methods, but the Primers are based on the 
Adelaide system, which is phonic. The Alphabet need not be taught. As soon as the 
192 TEACHING THE ENGLISH SUBJECTS 
children are able to read single words they must be trained to attach a distinct idea to 
them. Similarly, in a sentence they must grasp the sense distinctly. Punctuation must be 
taught early. Lessons on word-building should be given throughout.The children must 
be made to understand what they read, and to read in such a way as to show that the 
meaning has been grasped; the teacher should frequently read as a pattern, and simul-
taneous reading should be used to give fluency and expression. Monotonous and sing-
song reading must be strenuously repressed. Local accent to be steadily combatted. 
Special care to be taken to pronounce final consonants distinctly, as well as the aspirate. 
Teachers must bear in mind that their object is to teach children to read-not to read 
a particular book. The Inspectors may ask the children to read from unseen books, as 
well as those prepared. 
(Education Department, Western Australia 1898, 'General Principles') 
The Education Department had to approve the readers to be used and, as was 
typical of other states as well, printed a School Paper from 1897 to provide additional 
reading material. 
Collar and Crook (1901 (1900)) described all these methods in some detail, 
and the discussion of a range of methodologies presented a dramatic development in 
reading education. It was not that methods other than the alphabet method were 
unknown before. There is evidence that phonics was tried successfully in the six-
teenth century. Reading along from the Bible with no other form of instruction 
was a form of Look and Say or Sentence Method. But before the establishment of 
training institutions for teachers, manuals describing methodologies were rare. 
As the manual stated: 
There are several methods advocated, but they can be arranged in two classes, accord-
ing to whether they are based upon the analysis or synthesis of words. The 'Look and 
Say' and the 'Syllabic' methods are analytical, while the Alphabetic, 'Phonetic', and 
'Phonic' methods are synthetical. 
(Collar & Crook 1901 (1900), p. 90) 
Having dealt with the decoding issue, the manual goes on to ensure that the 
reading material is meaningful to children. The term used is 'intelligent', for the 
authors argued that every new printed word introduced to children should be at 
once associated with its meaning or use. Comprehension was fundamental, and 
strategies were described to ensure the teacher could monitor this during the lesson. 
Nevertheless, oral reading was the goal and much time was to be spent in voice 
production, breathing exercises, rounded vowel sounds with clear final consonants. 
The reading lesson had to be a judicial admixture of breathing exercises, drill in 
correct pronunciation of sounds, silent reading, instruction on the meaning and 
pronunciation of new words, reading by individuals, and instruction on technicali-
ties such as phrasing, emphasis and modulation. However, in the 1912 April edition 
of the Western Australian Education Circular the following statement appeared: 'read-
ing is both oral and silent, and silent is more important'. It was an extraordinary 
twenty years of development, the culmination of a century of educational thought 
that could only come to fruition as a teaching profession took over from the 
undertrained, underpaid teachers of the nineteenth century. 
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The greatest change was indeed the recommended shift to teaching phonics 
Australia-wide, although it was acknowledged that 'consciously or unconsciously, 
this {Look and Say} is the method we all adopt in our reading later in life' (Collar & 
Crook 1901 (1900), p. 90). It was claimed that the 'natural' process was to teach 
spelling through reading, not reading through spelling. The phonic primers, like the 
Adelaide Phonic Primer, took the single sounds and combined them into words and 
sentences like 'The fat cat sat on the mat'. Single sounds, blends and doubles and 
mnemonics such as 'The e on the end makes the a say a' became the foundations for 
reading for a further half century until Look and Say made its appearance in the 
reading schemes of controlled vocabularies such as the Happy Venture series, advo-
cated after 1945. 
Other ideas influenced developments, especially Marie Montessori's ideas 
about reading. Montessori methods were taught in training colleges and increas-
ingly demonstrated in model Infant Schools. Apart from initial training, teachers 
were kept informed about methods and materials through Education Department 
publications. From 1897, for example, the Education Circular in Western Australia 
was published monthly. Ideas for aids and games, suggestions about the use of col-
oured chalk to reinforce sounds, the use of plasticine and sandpaper letters were 
some of the paragraphs published to keep teachers up to date. Paper and pencils 
were replacing slates, and school architecture also changed dramatically to reflect 
the new teaching methods and school organisation (Burchell 1980, p. 172). 
Innovation continued apace, and by 1914 early reading instruction had taken 
on a language acquisition and development focus. A Western Australian syllabus of 
that date emphasised the importance oflanguage development and the stimulation 
of interest in reading through stories and books before the introduction of formal 
reading lessons. It did not prescribe, but suggested a look-and-say approach in the 
initial stages, followed by the phonic synthesis of words, not from books but from 
'little sentences dealing with some of the work taken in the language lessons, nature 
lessons etc' (Education Department,WesternAustralia 1914) written on the black-
board. Good material for reading lessons were the sentences from the children's 
own experience retold. 'Children could transcribe and be encouraged to illustrate 
such matters by free drawings', it stated. Each state went its own way in the selection 
of books, producing books and school papers or reprinting English readers under 
licence. There is much in the literature and documentation of the time with which 
a late twentieth-century teacher would feel comfortable! 
But World War I had engendered a context of nationalism as people sought 
ways to create or express an Australian identity.What better way than through schools 
and reading materials? When reflecting upon the war work of schools in Victoria, 
Frank Tate wrote in 1921: 
The world tragedy was in a sense the teacher's opportunity. His function, at all times, 
is to help to develop fine character. He must, therefore, appeal to all that is best in a 
child and stimulate him to worthy thought and act. To do this, he must be skilful in 
arousing interest and supplying motives. 
(quoted in Austin & Selleck 1975, p. 320) 
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Reading instruction from 1914 to the 1930s saw the work of Australian au-
thors increasingly used in reading books and papers, as Australia moved from Em-
pire to Commonwealth status. Government school scholars were constantly re-
minded to be loyal, patriotic, good, kind, healthy, well-mannered, useful citizens, 
proud of their country, proud of its pioneers and settlers. These sentiments were 
summed up by the poem 'My Country' by Dorothea McKellar: 
The love of field and coppice, 
Of green and shaded lanes, 
Of ordered woods and gardens 
Is running in your veins; 
Strong love of grey-blue distance, 
Brown streams and soft, dim skies-
! know but cannot share it, 
My love is otherwise. 
I love a sunburnt country 
A land of sweeping plains, 
Of ragged mountain ranges, 
Of droughts and flooding rains; 
I love her far horizons, 
I love her jewel-sea, 
Her beauty and her terror--
The wide brown land for me! 
(Western Australian Readers Book VI 1939, p. 295) 
Schools and methods of the period may have changed fundamentally, but 
there were still strong echoes of nineteenth-century social purposes and strategies 
reflected in the curriculum. Social cohesion and nationalism were obvious reasons 
for the selection of content in school texts published in Australia during the period, 
especially those readers which carried State Education Department imprints-for 
example the Swan Reader, the JM?stern Australian Readers, and the Victorian Readers. In 
a book of recollections about bush schools, Nelson (1989, p. 114) stated:'But when 
pupils from the 1920s to the 1950s are asked what they were taught in the one-
teacher schools they talk about the stories and poetry of Paterson and Lawson'.The 
same was true of city schools as well, as children read a mixture of English and 
Australian literary extracts for oral reading, comprehension, spelling and transcrip-
tion lessons. 
• Reading as science 
At about this time, reading and reading instruction became the subject of educa-
tional research in its own right in Australia. Australian educators were aware of the 
research activity into reading and reading education being conducted overseas. Edu-
cational research reflected the scientific enquiry approach developed in the US and 
elsewhere, and educational measurements were being applied to skill acquisition, 
reading rates and readability of text. Standardised testing and reading levels liad 
READING IN AUSTRALIA 195 
come to be regarded as true indicators of attainment. Most of the references in 
Australian sources are to the work of American researchers such as Gates, Gray, 
Thorndyke, Dolch and Washbourne. The New South Wales inspectorate produced 
a publication in 1926 called Teaching and Testing (Institute oflnspectors NSW 1926). 
Following the publication of a new syllabus, the papers were a call to New South 
Wales teachers to assess and evaluate learning in the classroom, a novel idea, accord-
ing to the Introduction, for an education system used to external examinations and 
inspections. In the section covering the testing of reading it stated that 'the chief 
things to test in reading in order of increasing importance are (1) Oral delivery of 
matter to be read; (2) Speed of reading; (3) Comprehension of matter read' (Riley 
1926, p. 45). 
Nevertheless, a number of vocabulary and index tests are discussed: Starch's 
Vocabulary Test, Starch's Silent Reading Test, Thorndyke's Scales for measuring ability 
to read; the Kansas Silent Reading Test, Ballard's One-Minute Reading Scale; all of 
which Inspector Riley thought teachers would find useful. But Riley concluded: 
The devotion of a couple of pages of the School Magazine to test material in reading 
for the periodical examinations in the May and November issues would be a great help 
to teachers and might lay the basis of a scientific scale which would make New South 
Wales independent of English and American Reading Scales. 
(Riley 1926, p. 47) 
There were significant changes being made to education systems worldwide 
after World War I, with the publications on curriculum forthcoming from England, 
Scotland, Europe and America. The contemporary literature shows that leaders in 
Australian education were travelling to Europe and America, observing, as well as 
reading about, a more scientific approach to education.Their insights and interest in 
applying research and educational measurement to teaching and assessing reading in 
the classroom was passed on, to teachers on the one hand, and governments on the 
other (e.g. Browne 1927, 1932; Cole 1933). Much of this travelling during the 
1920s and 1930s was funded through the Carnegie Corporation which sought to 
promote American scholarship. 
In Australia, the Australian Council for Educational Research was founded 
by this American philanthropic organisation in 1930. Although designed, staffed 
and run by Australian educators, it was funded from this source for the first thirteen 
years of its existence (Connell 1980, p. 1). Its purpose was to 
demonstrate to Australian educators that by reasonable simple statistical means, it was 
possible to select basic common elements that had to be mastered, and to indicate the 
standards that teachers could expect pupils to attain at different ages in various school 
grade levels. 
(Connell 1980, p. 68) 
In his history of ACER, Connell describes how many senior educational 
administrators travelled or pursued further study in America, writing reports or 
doctoral theses comparingAustralian and American education.America was seen to 
be more 'scientific' in its educational programs and in its application of educational 
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psychology to the classroom, especially in the development of individual and stand-
ardised testing. It was a direction in which leaders like Cunningham and Phillips felt 
Australia should be moving. 
In 1931 Lois Allen (South Australia) started work for ACER on a set of tests 
for young children in oral reading and Ruth Thomas (Western Australia) began 
work on test items for silent reading to develop national norms for primary school 
children. As Connell (1980, p. 69) described this work: 'Using Gates' work on the 
testing of reading in the USA as a basis, five sub-tests were devised', these being of 
'word knowledge', 'speed of reading', 'reading of general significance', 'reading to 
note details' and 'reading for inference'. 
The tests were applied in 1933 and reported age and grade norms for Aus-
tralia and for each state. There were considerable differences noted between states, 
with South Australian children performing best. Explanations included better school 
library facilities, more hours of instruction and earlier starting age. A further analysis 
showed that children in small rural schools did less well than those in larger schools, 
girls read faster, boys exhibited a wider range of achievement, and there were no 
significant differences between government and independent schools.A spelling test 
was devised, standardised and published for use in Australian schools in 1935. But 
most teachers relied on British and American tests for many years. Indeed, in 1945 
it is recorded that the Brisbane Telegraph stated: 
Few people realize that education in Australia is ... being probed scientifically by a 
body few people have heard of, but whose work is rapidly becoming more compre-
hensive. The Australian Council for Educational Research is like the British Navy-it 
works silently. 
(Connell 1980,p. 123) 
Even so, by the 1930s educational research and educational measurement 
were embedded into every state's recommended practices of teaching and learning. 
In 1936 a comprehensive English Syllabus for Western Australian schools was in-
cluded in the Curriculum for Primary Schools. It occupied 112 pages of the volume, 
nearly a third of the total, and covered all aspects of content and modes of instruc-
tion, including sample lessons. It dealt with testing and remediation, and reflected 
the latest in theory and practice. It advocated a mix of teaching strategies including 
look-and-say methods, but emphasised the importance of phonics, grammar and 
correct speech patterns at all levels of instruction. Teaching now required attention 
to the errors made by the pupils, with a view to ascertaining the causes of error: 
The diagnosis of error and the organization of remedial exercises are essential in all 
scientific teaching ... Standardized tests in reading, writing, spelling, arithmetic and 
composition have been prepared by the London C.C. These tests are arranged on an 
age basis. In America, tests in these subjects are as a rule arranged for school classes or 
grades instead of for age-groups. Standardized tests of scholastic attainment are on the 
point of being prepared in Australia, and it is expected that norms of achievement will 
shortly be available for our teachers. 
(Education Department, Western Australia 1936, p. 12) 
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It was also very directive in prescribing the structure of the reading lesson: an 
Introduction, First Reading, Second Reading, Third Reading, followed by Seat 
Work. Each section was designed to play a separate function in developing attitude, 
comprehension and word study. A sample series of lessons was included. For the 
junior grades, the reading book was the Oxford Reader I and the story 'The Poor Wee 
Bairn'. Teachers were told how to introduce unfamiliar words, how to draw atten-
tion to phonics and word-building by using words from the text, how to introduce 
plurals, tense, or suffixes, all to be accomplished apart from the reading lesson itself. 
For example, with regard to 'Unfamiliar words': 
Tell the children that Scotch people often call their children bairns. A bairn is a child. 
Scotch people use the word wee to mean small. Familiarize the children with these 
words. Ask children such questions as: How many bairns are there in your family? Are 
there any wee bairns? Are they any big bairns? The teacher pretends that all the boys 
and girls are his [sic] bairns. How many of my bairns are not at school today? 
Learn the words hungry, field, stopped, warm, alone, faithful, because, masons, car-
penters, enough, laughed, talked, daresay, together. Remember to use the words in 
their context. 
(Education Department, Western Australia 1936, p. 50) 
Similar models are given for phonics and word-building lessons. 
To follow, the use of pictures to encourage prediction, questions to heighten 
anticipation, dramatisation to aid appreciation and comprehension, are all described 
as the content of the First Reading of the story. Teaching aids were required. A set of 
flash cards of phrases to be located in the text were designed to train in 'quick 
perception'. Seat Work was an individual activity in word, phrase or sentence match-
ing, true or false exercises based on the story or completion exercises based on the 
text. The Second Reading was to be a silent lesson in which the pupils were re-
quired to respond to questions to test individual degrees of comprehension. The 
Third Reading was an oral reading lesson. These lessons were not modelled, as they 
represented familiar formats; however, teachers were reminded that while the oral 
reading was in progress 'the class or groups will not be compelled to "follow the 
place" in the reading books: they will be expected to listen attentively as is custom-
ary in social situations' (Education Department, Western Australia 1936, p. 47). 
For the intermediate classes, the emphasis was more on silent reading, read-
ing rates, and tests of comprehension.Teachers were told that the silent reading rates 
forThird and Fourth Grades in American schools were given as 126 and 144 words 
per minute, respectively, but that greater speed was possible without loss of compre-
hension. Students could be kept informed of personal and class rates, with class 
progress and improvement graphed for display. Rather than a sample lesson, teach-
ers of intermediate classes were given a model for testing comprehension in five 
ways: a completion test, a true/false test, a multiple-response test, matching, and a 
rearranging test. The 'objective' tests were designed to measure the number of facts 
acquired, while the 'essay' tests measured children's power to organise the facts into 
connected knowledge. The sample was the story 'Farmer Dobbin's Goat' from the 
Oxford Reader III. 
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It was also in this period that a West Australian-born teacher was awarded a 
local scholarship for overseas study or research. In 1928 Fred]. Schonell left Western 
Australia for London, where he won a further scholarship to the Geneva School of 
International Studies. His research into the diagnosis and remediation of difficulties 
in spelling and Eleanor Schonell's study of educational psychology were to play a 
major role in reading education and classroom practice in years to come. His work, 
which began in the 1930s, came to fruition in the 1940s when he published Back-
wardness in the Basic Subjects and The Psychology and Teaching ef Reading. This was the 
ultimate scientific approach to teaching reading at the time, the result of 'well-
planned and carefully executed research into many problems associated with learn-
ing to read' (Schon ell 1951 (1945), Preface to 3rd edn). Along with the academic 
explanations and interventions, publishers Oliver and Boyd produced the Happy 
Venture Reading Scheme which incorporated Schonell's ideas on the necessity to 
control the size (and shape) of the sight vocabulary in beginner readers. Thus came 
into being Dick and Dora, Nip and Fluff, Janet and John, Peter and Jane, Kathy and 
Mark, Betty and Jim, and all the other children and pets of the commercial basal 
reading schemes produced in English-speaking countries around the world. The 
sheer quantity of reading books, supplementary material, reading activities and in-
structional manuals, produced by a range of overseas publishers, ensured that Aus-
tralian teachers everywhere had access to a prepackaged approach to reading educa-
tion, with content and text no longer under the control of state educational au-
thorities. It is a situation that has continued to the present day, as authorities offer 
curriculum 'frameworks', 'guidelines', or 'outcome statements', but leave the con-
tent to commercial interests and selection of instructional texts to the teachers. 
But the innovation and development, the confidence and certainty on how 
to teach reading, signalled in the syllabus documents, reports and educational litera-
ture of the period, sometimes faltered in the classrooms and schools around Aus-
tralia. The shadow of war once again overtook schools and education. The School 
Paper in the various states carried text that reflected the concern for the war effort 
and patriotic fervour for King and Country. The war years maintained a status quo 
that saw a blending of the past with the present. While systems approved texts, 
provided direction and support, individual teachers made the ultimate decisions on 
teaching reading in Australia. 
• Conclusion 
This review of the history of Australian reading education began with claims that 
the providers had a purpose, that teachers had instructional beliefs, and that general 
social values and technologies were the parameters for the nature of the materials. 
The inter-relatedness of these factors determined the experience and the success (or 
otherwise) of the learner. The reader may well analyse present-day children's expe-
rience in the light of these assumptions, with interesting outcomes! As Schonell 
(1961) wrote: 
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Over the decades ... numerous attempts have been made to compare various methods 
of teaching reading, but all such attempts, while demonstrating that a particular method 
has particular values in developing some aspect of reading for some children-word 
recognition, fluency, ability to tackle new words, interest, comprehension and so on-
have revealed marked limitations. This general finding has been due to the fact that 
there are many variables influencing growth in reading, an appreciable number of 
which, in many experiments, have not been taken into account. Furthermore, while it 
has been possible to measure objectively certain aspects of reading, some of the impor-
tant variables of a subjective kind such as interest in reading, pupil application, confi-
dence, improvement in oral and written language patterns and so on, have not been 
measurable. 
(Schonell 1961, p. 91) 
Further: 
In general, research studies have served to show not that any particular method, effec-
tively used, has complete superiority in every aspect of reading over any other method, 
but that each method or major aspect ef reading instruction that has been developed over the 
decades makes its own contribution to the teaching ef reading. 
(Schonell 1961, p. 92) 
This essay has attempted to map some of those decades, as well as some of 
those changes, for reflection and appreciation. 
•Notes 
1 George Farnham, a New York school superintendent in 1881, wrote of the change, from 
reading as decoding and listening in order to comprehend the text, to the new concept of 
silent reading. As a proponent of silent reading, he claimed that thought was formed in his 
mind directly through the language he saw, not indirectly after the written words had been 
decoded and changed into oral expression. He pronounced the old process 'slow and labori-
ous', and even painful iflong continued. Oral reading, he thought, accounted for the fact that 
not many people read anything. Silent reading was 'to make the eye perform the office of the 
ear' (Mathers 1966, p. 118). 
2 Select Committee Report: State of Education 1834, Examination of Mr Henry Dunn, 16 June 
1834, in British Parliamentary Papers 1970c, p. 32. 
3 Appendix G, Second Report of Surveyor-General of Prisons, pp. 53-6, in British Parliamentary 
Papers 1970b, Sessions 1847-1853, pp. 67-70. 
4 Quoted by H. Henry, in Henry 1943, note to p. 155. 
5 S. Marsden to Mrs Stokes, 22 Feb. 1800, in Mackaness (1942, p. 73). 
6 Eliza Marsden to Mrs Stokes, 6 Sep. 1799, in Mackaness (1942, p. 73). 
7 Hester Tanner to Mrs Tanner, 20 Feb. 1843, in Stratham (1981, p. 60). 
8 Parliament of Australia, Library Committee 1914-1926, series 1, vol. 8, 28 April 1814, p. 154. 
9 Parliament of Australia, Library Committee 1914-1926, series 3, vol. 2, 8 Sep. 1818, p. 357. 
10 For example, Sorell to Macquarie, 13 Oct. 1817, in Reeves (1935, p. 7). 
11 For example, Scott to Col. Secy., 1 Sep. 1829, in Smith & Spaul (1925, p. 47). 
12 For example, Col. Secy. to Mr Owen, 14 Sep. 1848, in Rankin (1926, p. 21). 
13 Capt. Robinson to W. Speed, in Parliament of Australia, Library Committee 1914-1926, series 
3, vol. 4, 27 Jan 1822, p. 463. 
14 Scott to Col. Secy., 1 Sep. 1829, in Smith & Spaul (1925, p. 47). 
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15 Sarah Trimmer, Charity Spelling Book, SPCK Child's First Book, Part 1, 'The Christian Scholar', 
quoted in Goldstrom (1972, p. 27). 
16 Gov. Bourke to Stanley, 30 Sep. 1833, 'Papers relating to religious instruction and public 
worship in the Australian colonies, March 11, 1837', p. 6, in British Parliamentary Papers 1970a, 
p. 14. 
17 Petition to Gov. Bourke from Protestants in NSW, 24 June, 'Papers relating to religious 
instruction and public worship in Australian colonies, March 11, 1837', p. 47, in British 
Parliamentary Papers 1970a, p. 55. 
18 From returns by Archbishop Polding, 23 June 1848, and Bishop Broughton, 5 July 1848, in 
Rowland (1948, p. 180). 
19 Eliza Marsden to Mrs Stokes, 6 Sep. 1799, in Mackaness (1942, p. 20). 
20 Hester Tanner to Mrs Tanner, 20 Feb. 1834, in Stratham (1942, p. 59). 
21 Gov. Kennedy to Board of Education, 10 Dec. 1855, quoted in Ewers (1947, pp. 14-15). 
22 See specifically Chapter 4, pp. 36-48, for an account of relevant background and circum-
stances. 
23 Old paintings of people reading give credence to this idea. 
24 Minutes of evidence from G. Wilson Brown, Secretary to the Education Department to Royal 
Commission ... upon the Administration, Organization and General Conditions of Education 
1882-1884, 593, 599, quoted in Austin (1963, pp. 262-3). 
25 The volume consulted is inscribed 'May Cameron, Albany, WA, Training College, Claremont, 
WA 4.11.1901'. 
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of power and authority, not simply in education but in society in general. So the 
manner in which 'grammar' as a category has been deployed in recent educational 
politics is a manifestation of a felt sense of social crisis as much as anything else. This 
is perhaps especially so among dominant cultural groups and those with significant 
investments in the status quo, but not exclusively so, since certain recent advocates 
for a 'critical social literacy' have been among the most active proponents for a 
resurgent 'grammarian' emphasis in English teaching and language education (Ball 
1985; Lee 1996). 
What needs to be examined more closely, then, is the historical role of 'gram-
mar' in the discourse of English teaching. And, how does 'grammar' figure in the 
literacy debate, historically considered? What indication is there in the archive that 
public concern over literacy and educational standards revolves to any significant 
extent around the complex and contentious relationship between grammar and 
teaching-more provocatively, the teaching of grammar as linked specifically and 
directly to the grammar of teaching (Green 1996)? In what way and to what extent 
might the question of grammar be seen as a matter of social discipline, moral regu-
lation and governmentality, and hence as a specific manifestation of the power of the 
norm? What is the historical relationship between 'literacy' and 'grammar' in the 
formation and fortunes of the English subjects in the school curriculum? What 
makes English distinctive and different as a school subject? What counts as English, 
and how has that both changed and remained stable over time? What are the terms 
and forms of continuity and discontinuity in English teaching, in its intricate asso-
ciation with the project of modern(ist) schooling? 
• English teaching and the question of 'Grammar' 
As Peter Medway has noted, there is a widespread view of English teaching, post-
Dartmouth, as becoming less 'intelligible' (Medway 1990), by which he means that 
it has been seen increasingly as 'strange', as different, and in a sense 'abnormal'-that 
is, it represents a deviation from the norm and as such it seems lacking somehow, or 
inadequate, incomplete. One of the factors that has led to this view is arguably the 
move away from formal grammar lessons, in accordance with the emergence and 
consolidation of a more operational view of language learning. Some have argued 
that since the 1970s 'grammar' has not been taught as such in English classrooms, by 
and large, and it has even, in some cases, been actively discouraged. The newspaper 
article referred to previously is representative here, although the point is also evident 
in more scholarly accounts (e.g. Christie & Rothery 1979; Rothery 1989; Christie 
1990, 1993). In this way, English teaching might be said to have become itself 
'ungrammatical' in the period in question, especially when set against the historical 
context of its normative practice. This is, however, an eminently suitable matter for 
historical inquiry. Was it just in this period, the libertarian 1970s and the demon 
days of the 1960s, when 'grammar' fell so dramatically out of favour? Or can similar 
arguments and sentiments be observed in earlier professional discussion and public 
debate? And has 'grammar' been understood in the same way across the history of 
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the profession? What does it mean at different times and for different generations, 
and how is it deployed as a category in English curriculum discourse, viewed his-
torically? 
For instance, Medway's (1984) ethnomethodologically oriented argument 
for the 'unmarked case' in English curriculum practice-the norm, as it were-
suggests that 'language work', as he puts it, is very much part of normal work in 
English. Moreover, the term covers a variety of activities and concerns, including 
'grammar', in his account. A case might be made, however, that what often happens 
is that the term 'grammar' becomes more or less synonymous with 'language work' 
generally. That is, rather than being a specific aspect of'language work' (although it 
certainly can be that), 'grammar' becomes an umbrella term for particular forms of 
attention to language as language. This is to view' grammar' as a term of commonsense 
or indeed rhetoric, as a sociosymbolic category (Green 1996), as much as, or even 
prior to, being a technical term of linguistic science, of whatever persuasion. How 
else to interpret the evidence that indicates that, far from sweeping the field, recent 
theoretical initiatives seem to have had relatively limited and, at most, only a gradualist 
impact on mainstream English classroom practice? Is it the case that 'grammar', in 
this expanded sense, was abandoned so wholeheartedly in recent times, as critics 
and commentators would have it? 
On these questions, an interview in Piper (1983) is illustrative and instruc-
tive. It indicates very clearly that, for the teacher in question, 'grammar' and 'lan-
guage work'-in a structured program and manner of presentation-remains cen-
tral to her classroom and her work. The interview can presumably be taken as rep-
resentative of English classroom practice in the early 1980s in Australia, as Piper 
(1983, p. 22) himself observes ('the problem it raises forms a recurrent underlying 
theme in most of the interviews collected during the study'). As the teacher puts it: 
'Well with the juniors, with the Year 7 and Year 8, basically I just teach grammar'. 
Asked what she means by 'grammar', she responds: 
Lots of exercises. I go right back to the basics, just to nouns, identifying nouns and 
changing nouns, verbs and adjectives, adverbs, knowing different types and how to 
recognise them in sentences, trying to improve their expression, like agreement of 
noun and verb, the plurals and singular, and those sort of things. I don't know if it works 
st~ccessfully because it is very hard to judge from teaching grammar and trying to see whether they 
implement it in their writing. 
(Piper 1983, p. 23, emphasis added) 
Other matters are usefully drawn from the interview. 'Grammar' is linked in 
this account with 'spelling' and 'comprehension', in a way that suggests that, for this 
teacher, it is the 'exercise' associated with 'language work' generally that she is con-
cerned with here. It is also clear that, despite various concessions to student interest 
and motivation, such work is conceived in a traditional transmission way, with the 
teacher leading the class through the activities. Further, it is clear that part of the 
issue here is management: the management of social complexity in the ordinary mid-
secondary classroom, in a mass compulsory schooling context. This is something 
that has a long history in 'popular' educational practice. As she puts it, 'basically I 
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always get back to a very structured approach because with the juniors I think that 
they need a very solid grounding in basic skills rather than being just creative and 
airy fairy and just waffiing ... Anyway, it's good for discipline, they need it' (Piper 1 983, 
p. 23; emphasis added). The point can be made here, and very often is, that English 
teachers like this one demonstrably lack an adequate, usable theory oflanguage and, 
more specifically, a form of 'grammar' that is educationally more defensible and 
useful. That may well be the case, but it is not our concern in this instance. Rather, 
from a sociological viewpoint, it is indicative of the contested play of social mean-
ing. It is also a matter of the complex traces of history and memory, and of profes-
sional-practical habitus: 
I stick with very traditional things that I was taught when I was a kid and I felt that they 
were effective then, more effective than some of the ideas going around today that, you 
know, you've got to be creative, and if they write eventually their writing will improve 
and this sort of thing. I think that's wrong. I had very structured lessons. I remember 
learning spelling every week and doing all sorts of things and taking a pride in getting 
20 out of 20. I don't know that it improved my spelling, but I wasn't a poor speller. 
There must be some correlation. 
(Piper 1983, p. 25, emphasis added) 
We suggest that this position is likely to be symptomatic of the general com-
munity's. As such, it provides insight into how certain themes and images circulate 
repetitively and even compulsively in public debate. It speaks to the significance of 
the body in educational commonsense and social practice-the disciplined, even 
'docile' body, in Foucault's sense. In this sense, grammar lessons might be under-
stood, symbolically and literally, as practical trainings in the formation of cultured 
body-subjects. 
• Grammar, morality, education 
Teachers today would be likely to resist the proposition that they are teachers of 
anything like 'morality'. A century ago, however, this would not have been the case. 
The following extract, relating to the United Kingdom, is taken from the Report of 
the Consultative Committee on Questions affecting Higher Elementary Schools, 
1906: 
One of the first and most important questions to determine is, what are the particular 
qualities of character and mind that the school education of such children should be 
directed to develop ... In a general sense moral qualities come first. Character is the 
primary aim of all education, and studies themselves lead up to it. 
(Van der Eyken 1973,p. 12) 
This passage is typical of the general text produced by the Board of Education 
in the early twentieth century, and gives some indication of the climate of moral 
discourse in British schooling, with its emphasis on producing 'character' and the 
recurrent and persistent themes of' discipline' and 'degeneration'. About the same 
time, the then-Director of Education in New South Wales, Peter Board, made the 
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following assertion-apropos of what he described as the 'New Education', marked 
by a revival of interest in the work of mid-nineteenth-century educators including 
Pestalozzi, Froebel and Herbart: 
Among the characteristics of the new movement in education is the most important 
place given to the teaching of morals, and the close study which progressive teachers 
are giving to the best modes of bringing influences to bear on the moral training of 
their pupils. 
(Board 1905, p. 7) 
He clearly saw the school as a significant force in moral training, within 
which matters such as the character of the teacher and what he described as the 
'moral tone' of the school itself were important features. His understanding of'mo-
rality' is worth noting, too: 'When I speak of morals, I mean not only those qualities 
which go to make virtuous conduct, but those that contribute to the material, social 
and civic usefulness of the pupil as he grows to adult age' (Board 1905, p. 7). 
This was very much tied up with the effectiveness of teaching and schooling 
more generally. As he observed: 
As the quality of the teaching improves, the influence of the school as a moral force 
increases, and its effects are visible, not merely in the avoidance of breaches of the law, 
but in the evidence of industry and honesty of purpose and kindliness of feeling and 
considerateness of manner that are dev[ e ]loped. 
(Board 1905, pp. 7-8) 
Yet this was far from being a simple matter of transmission and recitation; in 
his view, what he called 'didactic moral teaching' needed to be supplemented by-
if not subordinated to-various 'indirect means of influencing [the] class'. Herein 
lies a clue to the significance of 'consent' rather than 'coercion' in the practice of 
state-sponsored schooling, in its emergence and consolidation over the course of 
the nineteenth century. Donald (1985, p. 218) observes, of the monitorial schools 
of the early part of the century, that what was taught 'was limited to the most basic 
instruction in literacy, computation and morality'-an early register of the linkage 
between the discourse of moralism and what later came to be described as the 
'basics'. Although the emphasis shifted towards more subtle forms of regulation, 
predicated less on force in its various forms than on 'love' and the interplay of 
'empathy' and 'understanding', nonetheless children in schools were effectively or-
ganised into populations and constructed as individuals, in accordance with Foucault's 
account of power and governmentality.This was always pre-eminently a moral project, 
at once a matter of social discipline and moral regulation. As Donald writes, of the 
great nineteenth-century British educational bureaucrat,James Kay-Shuttleworth: 
[He) wanted to see 'elevating' secular knowledge introduced into the curriculum-
those parts of the exact sciences connected with occupations, 'the ascertained truths of 
political economy' and 'correct political information' about the relationship between 
capital and labour. 
(Donald 1985, p. 219) 
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The shift was from 'sacred' to 'secular' knowledge, and-although the latter 
category was by no means important in Kay-Shuttleworth's program-from 'religion' 
as an organising ideology to 'literature', with Matthew Arnold perhaps the most 
familiar advocate. Moreover, a new pedagogy based on 'love' and 'understanding' 
was increasingly central to reformers such as Kay-Shuttleworth, and it is around this 
point that a crucial nexus emerged, however unplanned and unintentionally, between 
the apparatus of popular schooling and the emergence ofliterary education.Although 
Arnold himself recognised the persistence of a narrow 'trivium' in mass compulsory 
elementary schooling ('Our only obligatory matters ofinstruction are reading, writing 
and arithmetic' (Arnold 1889, p. 234)), he still believed strongly in the power of 
literature (or 'poetry') as a moralising force. What is also very clear is that, for him, 
'literature' and 'grammar' were two sides of the one linguistic and cultural coin.And 
it was the moral and mental training associated with their teaching and learning that 
was important, and in very similar ways. What needs to be grasped is the extent to 
which a profound link was established and consolidated between language, education 
and morality, as a marked feature of nineteenth-century schooling, which arguably 
lasted well into the latter part of the next century. 
Certainly, many features are evident in the 1906 British report, with its em-
phasis on differential education for different classes and the assertion of a very close 
link between the foundations of mass schooling and work, which were compatible 
with the views of Board and others in Australia-emphases that remain, moreover, 
very strong in the public discourse that surrounds education today. It was, however, 
increasingly a secular morality, as much to do with notions such as 'conduct' and 
'character', with 'manners', and private and public virtue, as with any religiosity in 
the traditional sense. Here, correctness of expression was as important, if not more 
so, as piety or the avoidance of loose women, strong drink, and other forms of 
depravity. 'Evil' became less transcendental than worldly, a matter of mundane social 
disorganisation and public disorder. The fascinating question then becomes: When 
did this overt emphasis on moral training and social development go underground, 
as it were, and become so deeply embedded in the structure of schooling as to be 
effectively invisible, although, arguably, enduring and pervasive? 
There is a key relation between this enduring emphasis on morality and the 
issue of language and literacy education. Since its inception, mass education has 
been characterised by its insistence on literacy. How literacy has been understood 
has varied considerably over time, but as many commentators point out, the written 
word, and more particularly the printed word, have exerted a pervasive standardis-
ing effect on spoken language. Establishing a standardised (and therefore authorised) 
language was central to the early printers (Luke 1989; Ong 1982), and accordingly, 
dialects and their speech forms and patterns became, by definition, peripheral and 
sub- 'standard'. An historical account of schooling indicates a corresponding obses-
sion with standardised language and correct form in oral and written language. 
'Grammar', as defined in nineteenth-century teachers' handbooks, though 
variously informed by the emerging field of linguistics, tends to place heavy empha-
sis on 'rules'. From the historical perspective that we are putting forward, literacy, 
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along with concomitant specified, 'standardised' speech patterns, thus becomes the 
yardstick of a basic social competence, and moreover, one which gradually displaces 
former renderings of 'morality' as designated by religious affiliation. Yet the link 
arguably remained in operation, though it might also be more usefully understood 
as being subsumed within a more general notion of governmentality (Foucault 1991). 
The contemporary force of this can be seen in the way in which 'grammar' was 
mobilised in the 1980s in the United Kingdom as a key category in educational and 
discursive politics. As Cameron and Bourne (1989, p. 149) note, apropos of the 
Kingman Report, "'knowledge about language" or, less coyly, grammar' was firmly 
put back on the agenda in this period-in effect as a (re)new( ed) grammarian em-
phasis in English teaching and public schooling (Green 1996). As they write, fur-
ther: 
To understand the peculiarly violent responses that grammar inspires we need to ex-
amine its social significance in our culture.Arguably, granunar is an innocuous concept 
in itself, but has become inextricably linked with less innocuous concepts such as 
authority, hierarchy, tradition, order and rules. Attitudes to grammar are connected 
with attitudes to authority; anxieties about grammar are at some deeper level anxieties 
about the breakdown of order and tradition, not just in language but in society at large. 
(Cameron & Bourne 1989,pp. 140-50) 
The point is that this is a matter best understood and appreciated historically, 
in terms of the emergence and consolidation of mass compulsory schooling. Cru-
cially at issue in this is a certain hegemonic notion of rationality, realised, however, as 
a principle of social organisation and meaning. On one side of the great class and 
cultural divide is Order; on the other is Anarchy, to be understood as quintessen-
tially a matter of irrationality, registered in and through the disorganising presence 
and pressure of the 'masses', the populace at large. So, as Cameron puts it elsewhere: 
'The fears and desires that are addressed in the public discourse of grammar-the 
fear of disorder and fragmentation, the desire for moral absolutes and consensual 
values-are very widely, and very deeply felt' (Cameron 1994, pp. 40-1). Her refer-
ence point here is late-Thatcherite Britain, which she describes as an extremely 
'divided and unstable' society within which matters such as the public debate over 
grammar, literacy and schooling become imbued with highly charged social mean-
ing. Arguably, however, this is something that has also been manifested elsewhere, 
including Australia. As with the so-called 'literacy debate' in general, it is always 
structured discursively in terms of 'us' in relation to 'them', 'our' proficiency as 
against 'their' deficiency, and so it is ultimately always a simultaneous, reciprocating 
matter of social welfare and social control. Manners, morals and meanings thus 
effectively come together through schooling in the tight nexus ofliteracy, 'gram-
mar' and power. 
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• English teaching, 'Grammar', and Australian 
schooling 
The question of' grammar' has figured significantly in English teaching and Austral-
ian schooling, as has been the case elsewhere (see Shayer 1972; Walker 1990). We 
have already seen something of the recent and contemporary manifestations of this. 
Writing in the early 1980s, Piper observes that 'the role of grammar is clearly one of 
the most contentious points at issue in the debate on the English language curricu-
lum in the junior secondary school, at least at the level of practice' (Piper 1983, 
p. 26). This is usefully set against the following report, from thirty years previously, 
on a two-week seminar on English teaching held at the Victorian seaside town of 
Queenscliff: 
Of all the controversies that kept Queenscliff discussion alive, probably none created 
livelier interest than the one concerning the teaching of granunar. This was probably a 
faithful reflection of the lack of unanimity among English teachers at large on the 
teaching of this section of the subject as a whole. 
(Fowler & Wainwright 1951, p. 23 7) 
More than simply this, however-along with an apparent consensus among 
the seminar participants that 'grammar should be regarded as a handmaiden to oral 
and written composition' and moreover, 'that it should not be taught for its own 
sake as a kind of mental gymnastic, but should be related to the pupils' needs and 
difficulties as they arise', debate was addressed to the respective claims and value of 
'functional grammar' and 'formal grammar': 'The terms "functional grammar" and 
"formal grammar" were more flung about than any other two catch-phrases at the 
seminar, and a great deal of time was spent deciding what these terms actually meant 
in practice' (Fowler &Wainwright 1951, pp. 238-9). 
The conclusion drawn was that clearly 'the whole question is a big and im-
portant one', and hence it 'perhaps deserved a seminar to itself' .1 Similar proposals 
have been made regularly ever since the early 1980s, of course, following the Lan-
guage Development Project and the emergence of systemic-functional linguistics as 
a key referent in Australian language and literacy education. This particular issue-
the question of grammar per se--can be detected throughout the history of the 
profession, however, and in popular-public debate more generally. What does it 
suggest about the social meaning of'grammar', as both a problem in historical se-
mantics and a symbolic category par excellence? 
Historical work in Canada and Australia reveals how significant a role gram-
mar played in both English teaching and schooling in general over the course of the 
nineteenth century. By the 1880s, as Walker (1990, pp. 163-4) writes, apropos of 
the Canadian province of Newfoundland, 'in terms of English studies, knowledge 
of the formal grammar of the language was assumed to be an important part of the 
answer to the curriculum question of what knowledge is of most worth'. Of course 
English teaching as such, at least in the guise we know it today, did not come into 
formal operation until just after this (Ball 1985), a fact which Walker readily ac-
knowledges. Although 'clearly English had not yet emerged as a well defined school· 
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subject', nonetheless 'grammar was the predominant component of the aggregation 
of topics related to English studies' (Walker 1990, p. 164). Christie (1990, 1993) has 
demonstrated very clearly both the problematic emergence and consolidation of 
'formal' or 'traditional' grammar on the scene of nineteenth-century schooling, and 
the 'limited and limiting view of literacy at best' that characterised elementary school-
ing in Australia in the colonial period. As she indicates, Australian language and 
literacy education in the first quarter of the twentieth century was 'much as in the 
nineteenth century': 
It consisted firstly of the ability to read one of the several series of school readers 
approved for use in the state primary schools . . . Secondly, literacy consisted of the 
ability to write neatly, normally one of several 'hands', although as the years progressed 
the functional upright 'hands' favoured by commerce were the most extensively taught. 
[Thirdly, in] addition to the ability to write a fair hand, literacy consisted of the ability 
both to parse a sentence, recognizing its various parts of speech and their relationship 
one to another, and to analyze a sentence, identifying its various clauses and their 
relations as well ... Finally, literacy consisted of the ability to write, where that might 
include writing a model letter of the kind used in commerce, or dealing with some 
improving 'theme' such as what constituted good manners or, as students grew older, 
with subjects such as the virtues of honesty. 
(Christie 1990, pp. 5-6) 
Moreover, the language curriculum was rendered into 'elements' and 'stages', 
and therefore realised as what has been described as a 'prescriptive technology' of 
schooling (see Bigum & Green 1993). The effect of this was control and discipline 
in the classic Foucaultian sense: 'Overall, literacy was developed through a series of 
measured stages in school learning, so that the learner could move from the smaller 
to the larger units oflanguage' (Christie 1990, p. 6). Grammar thus became one of 
the key 'sciences' of pedagogy and schooling, along with child study and mental 
measurement (Donald 1985, p. 231). 
Hunter's (1988) account of'English in Australia' points to the work of William 
Wilkins as a key administrative-intellectual figure in the establishment of state school-
ing as a form of government. His interest is primarily in the manner in which 
literary education was installed in the Australian context, in accordance with 'the 
organisational imperatives of a specific social technology: the apparatus of popular 
education' (Hunter 1988, p. 730). Wilkins was Chief Inspector of Schools and later 
Secretary for Public Instruction in New South Wales, and influential in both the 
curriculum and administration of the emerging Australian school system. In his 
lectures on the 'Art ofTeaching' published in 1886, he addressed himself specifically 
to the teaching of 'grammar', in the context of his account of 'What to teach' 
(Lecture IV: 'Subjects for Instruction').As he writes: 'The first subject that strikes us 
as necessary for a primary school is Lmguage, by which is to be understood a full 
knowledge of our mother tongue, including Reading, Writing, Grammar, Analysis 
of Sentences, and Composition' (Wilkins 1886, p. 39). Within this, he saw 'Gram-
mar' as being of particular although not exclusive importance: 
An intimate acquaintance with words and their import is no less valuable in an intel-
lectual as in a moral point of view. Grammar, with its kindred branches, has been 
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termed a 'gymnasium of the mind', exercising beneficially every faculty of our intel-
lectual constitution. 
He continues by citing the scholar J. D. Morell: 
'This subject trains the mind to reflect perhaps more than any other department of 
primary instruction whatever'. All the elements of logic and even psychology lie im-
plicitly in the principles of grammar; and the analysis of words, to which the study of 
it leads us, is the most simple introduction which can possibly be found, to the habits 
of clear and correct thinking which those sciences have peculiarly adapted to foster. 
(Wilkins 1886, pp. 39-40) 
His views on the matter perhaps explain why grammar has figured as such a 
consistent and contentious topic of professional and public debate in New South 
Wales to the present day, with particular impact on English teaching (Brock 1982; 
Watson et al. 1994, pp. 35-8).2 
That this was an enduring and well-entrenched attitude is suggested in the 
treatment of grammar in a publication of 1902, in its eighth edition. As the authors 
indicate, grammar was a key subject within the curriculum: 
One inspector speaks of grammar, when properly taught, as 'the Euclid of the elemen-
tary school'; it is the one subject of school instruction requiring abstract thought; and 
it was, probably, on account of the mental training which the subject, when judi-
ciously treated, is able to afford, that for many years grammar was the compulsory class 
subject in elementary schools. 
(Cox & Macdonald 1902, p. 296) 
The reason given is that 'the study of grammar teaches children to think 
clearly and connectedly', and so grammar is to be regarded as 'pre-eminently the 
subject of elementary school instruction in which the reasoning faculty is devel-
oped, and the judgement exercised' (Cox & Macdonald 1902, p. 296). What is 
significant in this, historically, is the residual but still marked presence of an earlier 
emphasis on 'mental training' (Walker 1990), as well as the sense of some kind of 
affinity between 'intellectual' and 'moral' faculties and exercise, as with Wilkins and 
later with Board. Once again, a link is posited between rationality and social organi-
sation and order, which, among other things, recalls Cameron's (1994, p. 37) point 
about a widely perceived analogy between 'the structure oflanguage and the struc-
ture of society'. Furthermore, central to all of these is the notion of discipline, how-
ever differently understood in real terms in each and any of them. That is, being 
metaphorical in nature, the connection further illustrates the significance of the 
Symbolic in matters such as this. 
A survey of teachers' manuals over the course of this century would also be 
instructive here. For instance, a consistent line may be traced in Victoria (and else-
where) between the 1924 publication of James Elijah's original The Principles and 
Technique of Teaching and John Cole and Leslie Blake's Principles and Techniques of 
Teaching, published in 1962.3 As the Foreword to the latter indicates, Elijah's book 
was 'very well received',' [winning] for itself immediate recognition from teachers in 
every State and [becoming], in fact, the standard Australian work in educational 
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method' (Cole & Blake 1962, p. xiii). Indeed, Cole had collaborated with Elijah in 
1944 to publish 'the Third (New and Revised) Edition'. For Elijah grammar is one 
of a set of English subjects in the elementary school. Opening with the observation 
that 'in recent years the place and worth of grammar in the schools has been a 
subject of frequent discussion' (Elijah 1924, p. 140), he goes on to say: 'Grammar is 
clearly a science. It is the science oflanguage, and should be so regarded, especially 
by the teacher'. He stresses this latter modification, and continues: 
It implies that the teacher should have a correct view of his subject-its scope and its 
function-in order that he may know both what to teach and how to present his 
subject in the most interesting and instructive way. The scientific treatment of gram-
mar need not color the presentation in such a way as to make grammar a science 
subject. All it need manifest itself in is in the terminology used and in the emphasis 
given to certain phases of the subject. 
(Elijah 1924, p. 141) 
It is important to note here that, for him, a distinction is to be observed 
between 'English' and 'grammar', and indeed between 'English' and 'language'. 
Moreover, although he is clearly not wanting to jettison grammar, he sees it as 
emphatically a matter of context and function vis-a-vis language usage and study, 
and 'a sure criterion by which we are enabled to distinguish between the correct and 
incorrect manner of speaking and writing'. Yet, as he makes very clear: 
While such a grammar should occupy an important place in the school, it is strictly 
subordinate to the study of literature and of language. What grammar must not be 
allowed to do is encroach upon the province of literature. Analyzing, parsing, para-
phrasing, and the like still exist, not to spoil the child's feeling for good literature, but 
to help him appreciate fully, passages that otherwise might be difficult of comprehen-
sion. 
(Elijah 1924, p. 143) 
The influence of the Newbolt Report-and beyond that, the wholeArnoldian 
tradition-is unmistakable. 'Logic' is, however, a further consideration, in that gram-
mar is viewed as likely to be helpful in fostering clear and correct thinking, with a 
close association to be observed between correctness of thought and correctness of 
language usage, whether in speech or writing. Grammar instruction is also seen as 
helpful in 'the teaching of rules to which standard English conforms' (Elijah 1924, 
p. 144). As well as being the source of useful knowledge within limits, an important 
feature of grammar teaching is that it encourages a reflexive understanding oflan-
guage as such; therefore the teacher 'should endeavour to make the matter of cor-
rect speech an object ef thought with those who speak carelessly or incorrectly' (Elijah 
1924, p. 145). There is scant recognition here that the 'object' so realised is at best a 
representation and, more particularly, a class-specific and technocultural construction. 
There is also indication, here and elsewhere in the volume,4 of the convergent 
operation of the pastoral and the bureaucratic, in Hunter's (1994) sense, although 
proper acknowledgment of the force and significance of literary ideology in this 
regard remains important. 
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Moving on almost forty years, we find intriguing continuities and 
discontinuities in the account that Cole and Blake provide of both English teaching 
and the primary school. Grammar is no longer a separate and distinct topic, but its 
presence is still evident in various ways, and certainly in its more commonsense and 
rhetorical versions. Explicit reference is made, in accordance with Elijah's original 
position, to the scientific status of grammar, as being one of the 'sciences' support-
ing and resourcing effective teaching. Decontextualised exercise work is clearly con-
demned, as it is throughout the bulk of the professional literature of this period. 
However, grammatical knowledge and its associated skills and capacities are still 
seen as useful, in context and as required, to students' work and expression, al-
though it is, especially and more particularly, pertinent to teaching and the teacher. 5 
The emphasis is more on usage: what passes for 'grammar' as elaborated in this 
chapter is realised as language study dispersed across sections on 'Spoken English' 
and 'Better English', and to some extent 'Written Expression'. Further, there is a 
common and consistent emphasis on 'correctness' of expression across spoken and 
written forms of usage, and the close relationship in this regard between speech and 
writing. Language, or rather 'speech', is clearly seen as 'an essential skill' across the 
subjects, and attention is increasingly drawn to the language features and effects of 
electronic culture (described as 'modern contrivances'). Voice and oral training is 
emphasised as crucial, along with diligence, vigilance and discipline: 
Good speaking is a matter of good habits. One of the causes of faults in speaking is 
over-hurried effort, which results in slovenly articulation, incoherence, stammering, 
the wrong choice of words, and incorrect granunatical usage. 
(Cole & Blake 1962, p. 167) 
Moreover: 'Bad speech can be bad manners' (Cole & Blake 1962, p. 167). 
This means that teachers need formal knowledge about 'the speech process' so as to 
be able to 'develop and improve pupils' standards'-that is, scientific expertise drawn 
from a combination of linguistics and physiology, coupled with physical exercise. 
Furthermore, 'the three main factors operating for success in oral expression are 
impression, expression, and correctness. Before a pupil can express himself orally he 
must be well informed on his subject. He must be trained to think before he speaks' 
(Cole & Blake 1962, p. 170). 
A certain pattern is therefore established procedurally and, as it were, bodily: 
taking in, attending to what comes from the outside, appropriately authorised, as 
prior to any movement from the inside out. The aim is to establish a habitus, in 
Bourdieu's sense, a happy coincidence of 'body' and 'mind'. The echo here of the 
characteristic three-part structure of 'normal' classroom discourse-'initiation-re-
sponse-evaluation'-is unmistakable, and intriguing.This needs to be coupled with 
the emphasis on explicit and careful teaching towards 'better English' (or 'good 
English', as it is described (Cole & Blake 1962, p. 244)), with specific reference 
made to spelling, 'English usage' and handwriting, indicating the manner in which-
to this point at least-the profession had clearly undertaken to provide a public 
guarantee regarding the maintenance of educational 'standards'. 
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Something of the way grammar has been positioned within the discourse of 
English teaching can be seen in a reconsideration of the 1950s, ostensibly a' golden 
age' reference point for those more recent commentators who are critical, for vari-
ous reasons, of contemporary forms of literacy and schooling. Such historical bounda-
ries are, of course, notoriously difficult to determine or to fix upon, and it may well 
be that in contention here are the first two decades of the postwar period. Murray 
(1988, p. 3) describes this as a time characterisable, retrospectively at least, in terms 
of'an apparent but misleading certainty ... an illusory finality' with regard to pri-
mary English teaching, something which he associates with 'the combination of 
prescribed syllabus, expert teacher and organised textbook'. The extent to which 
this is applicable to the secondary level may be gauged from historical accounts such 
as those of Homer (1973),6 Watson et al. (1994 (1981)) and Brock (1982); it cer-
tainly appears likely to be the case. 
Two years after Cole and Blake's textbook, for instance, Hansen (1964) pub-
lished an account of English teaching in the secondary schools, with reference once 
more to Victoria. Although ostensibly set in the context of the early 1960s, it is clear 
that he is referring in particular to the 1950s and, more broadly, to the received 
tradition of English teaching in Australia. His concern is specifically with 'the cur-
riculum and timetable label "English Language" or "English Expression"', the 
branches of which he presents as 'oral work, grammar, precis, paraphrase, compre-
hension and composition' (Hansen 1964, p. 171).Along with 'spoken English', which 
he sees as being too much neglected, he points to grammar teaching as a matter 
much misunderstood and even malpractised, but as a vital aspect, nonetheless, of the 
maintenance of cultural and linguistic 'standards'. His is avowedly a 'Heritage' stance, 
with its marked elitism: 
As far as the general public is concerned, any denunciation of grammar is likely to be 
applauded, not only by those with a taste for illiteracy, but by the many people who 
speak and write well without explicit knowledge of syntactical rules. 
(Hansen 1964, p. 182) 
More importantly, such explicit teaching is seen as being, in a sense,' counter-
entropic', a bulwark against corruption and decline, realised in the first instance in 
language: 'Too often the formal teaching of grammar is regarded as a check upon 
the fine, upward sweep of usage, but what must be appreciated is the service it 
renders in keeping our language from going to pieces' (Hansen 1964, p. 182). 
The link between a position such as this, identified specifically with univer-
sity-based English teacher education, and those oflater commentators such as Max 
Harris and Leonie Kramer (e.g. Kramer 1993) can be observed very readily. 
Up to and throughout the 1950s, in fact, the association between grammar 
teaching and educational standards, literacy and 'English', is something that is largely 
taken for granted, however contentiously, as a matter intrinsic to professional prac-
tice and conduct. The profession itself provides the guarantee of'quality control', 
within an elaborately hierarchical system of surveillance and control. The inspecto-
rial system is critical in this. Among the several objectives contained in a 1953 
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published manifesto (from a national conference of 'the Superintendents or Direc-
tors of Primary Education in the mainland states of the Commonwealth of Aus-
tralia') are those addressed to 'educated Australian speech', 'truthfulness in word and 
action', and 'the practice of co-operative living and service for citizenship in a de-
mocracy' (reprinted in Green, Hodgens & Luke 1994). 
There is also a significant article reprinted in the Victorian Educational Maga~ 
zine in 1949. Written by a South Australian inspector and entitled 'Formal gram-
mar-and standards in English', it is, among other things, a fascinating early ac-
count of what much later would come to be understood as 'language and learning'. 7 
But what is more immediately relevant here is the view of grammar. As we might 
now expect, he readily acknowledges that there is much contention in this area. As 
he writes: 
A great deal has been said, sometimes even with a touch of acrimony, and in educa-
tional publications and the teachers' press much has been written, at times with more 
enthusiasm than taste, about the vexed question of the teaching of formal granunar 
and its effects on language standards in our schools. 
(McDonald 1949, p. 109) 
But he is emphatic that speech (or 'spoken expression') has priority over 
writing in terms oflearning and development, and that sociocultural factors such as 
family background and mass media are important in successful and effective school-
ing, and more particularly the maintenance and renewal of'language standards'. 
Two years later, an article in the Educational Magazine under the title 'An 
approach to English' points to the goal of achieving 'a balance ... between the 
mechanics and the creative aspects of the subject', referring specifically to 'compo-
sition'. There is little indication here of anything like the authoritarian, didactic 
view of teaching and learning much evoked in contemporary popular discussion, 
and there is a firm emphasis both on the priority of oral over written expression, 
expressly within a developmental framework, and on the practical use oflanguage as 
against its mere 'exercise'. 'So much for the mechanics of written composition', the 
writer states, 
the actual proportion of skill teaching to writing practice is small. Consolidation pro-
ceeds slowly at certain times, even when improvement is not observable. More impor-
tant than grammatical instruction is the necessity of providing many opportunities for 
progressive development of natural powers through practice. 
(Anderson 1951, p. 371) 
Course and syllabus material for primary English through the 1950s is also 
counter-indicative of any undue emphasis on grammar. Indeed, the signs are quite 
to the contrary-although it also needs to be stressed that there was always a certain 
amount of controversy and debate in this regard. The 1953 Curriculum for Primary 
Schools in New South Wales ('a series of selected courses of study') is introduced by 
a Foreword from the Director-General of Education,]. G. McKenzie, in which he 
makes the following assertion: 
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There is no marked change in this edition of the general principles governing the 
school curriculum, nor in the subject matter set out in the last syllabus. The ideals of 
living, the loyalties to the Throne, to our fellow countrymen, and to democratic insti-
tutions, permeate the content in, and presentation of, each of the various courses. 
(Department of Education of New South Wales 1953, p. v) 
He does this with reference to what appears to be a traditionally framed 
curriculum overall, with a strong emphasis across the courses on 'social', 'health' and 
'religious' education but also on what is called' character education'. The Introduc-
tion to the English course indicates its orientation from the outset: 
Among the best things that education can give are freedom and independence of 
thought, a wide outlook on life, and the power to communicate ideas. The study of 
English provides the basis of such a liberal education for, as the instrument of thought 
and means of communication, English is not so much a subject as the body and pri-
mary element of all school activity. 
(Department of Education of New South Wales 1953, p. 61) 
A firm policy emphasis is accordingly placed upon 'the study of literature'. 
Within this, the course itself is addressed over fifty-seven detailed pages to 'Read-
ing', 'Remedial Reading', 'Sentence Construction and Vocabulary Building', 'Lan-
guage', 'Spelling', 'Poetry and Verse Speaking', 'The Library', 'Speech Training', 
'Dramatic Work', 'Puppetry' and 'Writing'. 8 The section on 'Language' opens thus: 
'Common errors of speech should be corrected not only by systematic daily oral 
drill but by seizing every appropriate opportunity for giving dynamic practice in the 
correct form' (Department of Education of New South Wales 1953, p. 108). Over-
all, the course is organised very much according to the traditional emphasis in Eng-
lish teaching on literature and grammar within a structured transmission frame-
work, and, more broadly, in tune with an explicit 'nation-building' agenda. Cer-
tainly it would appear that such a course represented at the time an entirely predict-
able and moreover, thoroughly intelligible, version of English teaching in the pri-
mary school. So it is somewhat surprising to note the following only four years 
later, in the Wyndham Report on secondary schooling in New South Wales: 
We note that in recent years the emphasis in the teaching of grammar has changed so 
that it is now taught functionally and in close association with composition.We agree 
that this is the logical and proper use of the mechanics of the language, but the almost 
automatic and unconscious application of the test of grammar in speech and writing 
will come only if the pupil has, in the primary school, been thoroughly grounded in its rules. 
Like the multiplication tables, the parts of speech and their inter-relationship must be 
mastered at an early age. 
(Wyndham 1957, p. 91, emphasis added) 
Although both primary and secondary English courses recognise and affirm 
the centrality of English in the curriculum, there is still a persistent sense of hierar-
chy and normativity evident here in the relationship between primary and second-
ary English teaching and levels of schooling, linked to an (at least) implicit distinc-
tion between 'mechanics' and 'creativity', 'grammar' and 'literature'. 
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The revised English course of study for Victorian primary schools of 1955 is, 
in many ways, a remarkable document,9 as much for its mixed style as for anything 
else. Immediately noticeable is, once again, the perceived centrality of the subject in 
the primary school: 
There seems no room for question then about the importance of English in the cur-
riculum of the primary schools: it is an important subject in its own right; it is a subject 
that pervades all school work; it is a subject that conditions living. 
(Education Department, Victoria 1955, p. 2) 
There is a marked consistency here with the tradition of English teaching as 
a distinctive school subject (Ball 1985), together with the Newboltian echoes. Fur-
ther to this is a strong emphasis on integration-of school and life, of'getting ideas' 
and 'learning to use a tool' as two key organising aspects, and of subject English 
within itself, as registered in the timetable. Continuity with tradition is indicated, 
both in an educational-institutional and a curriculum-theoretical sense ('there is 
not much that is new in the content of the revised course'). At the same time, there 
is clear notice of a certain degree of innovation: 
There is less attention to formal work generally and certainly less granunar to be 
taught. But the chief distinction is in the attitude to English as a subject; in the empha-
sis on spoken English; in the extent to which English is to be consciously taught all 
through the school day, the groups being based on ability or interest. 
(Education Department, Victoria 1955, p. 2) 
The teaching of grammar is to be seen as a matter of context, function and 
need, and particularly as it serves the larger purposes of'communication'. 'Gram-
mar' as such is specifically linked to notions of'usage', 'correction' and 'instruction', 
and the point made very clearly that 'correct usage is a habit, the formation of 
which requires much repetition' (Education Department,Victoria 1955, p. 40). By 
no means is grammar abandoned as a concern for teachers, or as incorporated within 
subject English. Rather, 
grammar now takes its place in the child's scheme of English-not as a set of formal 
rules that must be learnt-but as a series of sign-posts on the road to better expression. 
The structures of sentences and the characteristics of individual words are explained 
and understood as part of the plan to make communication simpler. 
(Education Department, Victoria 1955, p. 24) 
The emphasis, then, is on a form of holistic language usage and literacy learn-
ing, within a firm commitment to the traditional goals of English teaching. Change 
and continuity, it would seem. 10Yet the revised course was evidently still a matter of 
concern and some controversy. 
A 1957-1958 exchange in the Educational Magazine is a good indication of 
the contending positions in the grammar debate within the profession. In an article 
under the title 'Putting grammar in its place', M. C. Kydd acknowledges that 'the 
teaching of grammar is undoubtedly one of the most controversial issues in the 
primary school', and expressly compares the 1934 and 1955 courses of study. Not-
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ing that the 1934 course had recognised the trend towards 'functional grammar', as 
did the revised 1955 course, Kydd reviewed some recent research findings and con-
cluded that 'it is inescapable that henceforth grammar, if it is to be retained at all, 
must occupy a subordinate place in the English program' (Kydd 1957, p. 83). As 
evident generally in the debate, the conclusive case is seen as resting on 'research', 
on scientific evidence and expertise, and on 'truth': 
Properly understood, the 1955 course confers a large measure of freedom on teachers 
who are willing to accept freedom and use it.They may put it into practice in the firm 
knowledge that the results of recent overseas inquiry have made a significant contribu-
tion to the content of the course. 
(Kydd 1957, p. 85) 
In the following year, another article ('Grammar at all times') was published 
on the matter, explicitly taking up Kydd's challenge. The writer, D. C. Holloway, 
was positioned as a schoolteacher ('School No. 2981, Leongatha'), whereas Kydd 
was from 'Burwood Teachers' College'. As Holloway wrote: 
I insist on teaching grammar in school, relating it closely to spoken English and thus to 
written English. Many teachers argue that there is no connexion of value between 
English grammar and English composition as school subjects, but I disagree. 
(Holloway 1958, p. 518) 
He questions a point that Kydd makes, linking grammar with authority, but 
not recognising that Kydd distinguishes between what might be called epistemic 
authority-that located in grammar as a 'science', and as an authorised body of 
knowledge-and the teacher's own personal-professional authority. Whereas Kydd 
is concerned that the latter might be imposed arbitrarily, Holloway (1958, p. 519) 
glosses over this point: 'In these grammatically degenerate days, it is useless to speak 
of the teacher's authority. I do not see how children can learn grammar incidentally, 
with "the teacher's authority" as their only guide.' 
Indeed, he disputes the research in question, on both classical and 
commonsense grounds. On the one hand, 'that rules of grammar exist cannot be 
disputed'; on the other, both the language and the culture are clearly changing, and 
further, children (equally indisputably) 'do use nouns and verbs and pronouns and 
adverbs and propositions'-that is, 'grammar'. Grammar exists, then, and teachers 
need to work pragmatically and programmatically towards striking a classroom bal-
ance between what is possible and what is desirable. 
So what emerges very clearly from such an exchange is not simply the banal 
playing out of a 'theory-practice divide'; rather, these are representative and entirely 
familiar positions within a longstanding educational and cultural debate. One speaks 
with and from the authority of tradition and accordingly may be described as con-
servative in the strictest, most descriptive sense, while the other emerges out of and 
is informed by what might be called scientific and cultural modernism. Neither is 
likely to be able to 'hear' the other. Kydd's 'progressive' optimism contrasts sharply 
with Holloway's cultural pessimism: 
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Constant reiteration of rules of granunar, and their application at all levels of upper 
school life will be necessary to save the English language from mediocrity. At the 
present time it is suffering in everyone's hands, and it must lose its power as it loses its 
organization. If teachers are incapable of teaching grammar, how can the structure of 
the language survive? 
(Holloway 1958, p. 521) 
Echoes of this position can be recognised throughout the debate, in fact, and 
certainly it is consistent with the views of well-known cultural critics and commen-
tators such as Eliot, y Gasset, Leavis, Bloom and Kramer. What is most apposite 
here, though, is the implicit analogy struck between the structure and vitality of 
language and that of society. That is, more is at issue in this exchange than contend-
ing pedagogies or grammars, in the technical sense; it is a matter, rather, of differing 
social and educational visions.To say this is not to claim that one is 'regressive' while 
the other is 'progressive'-that is simply not the point. It does mean that grammar 
was certainly on the professional agenda at the time, and explicitly engaged in cur-
riculum and syllabus materials; however, what 'grammar' actually meant, and to 
whom, was much less settled and clear; and finally, it is folly, then as now, to seek to 
argue such matters wholly from within a professional-pedagogic discourse. The 
stakes are much higher than such a position can possibly encompass, at least on its 
own terms, and the matter is much more complicated and complex than it might 
seem from the 'inside'. 
• Conclusion 
Arguments and analyses of this kind throw a different light on more recent manifes-
tations of the grammar debate, and on the literacy debate as a whole, as well as on 
the social project of English teaching. From the historical account we have pro-
vided, grammar has figured as a consistent and recurrent topic within both the 
English teaching profession and public discourse about education and schooling. 
This is the case in Australia and also in the broader international setting. A close 
analysis of the burden that the term 'grammar' carries indicates that it is always 
related to, and receives its impetus from, its perceived link to moral formation and 
moral regulation. In this sense it can be seen as the necessary foundation, but also at 
once the mirror image, of the higher-order 'civilising' site and category of'litera-
ture', representing another form of what has been described as a moral technol-
ogy. 11 As we have suggested, it is more of a secular morality that is at issue here, and 
increasingly so, as schooling shifts historically from being the responsibility of the 
Church to that of the State. Further, this sense of the moral ordering of life and 
learning is to be linked directly to notions of conduct and character, civic sensibility 
and citizenship, manners and social learning. As a result, it needs also to be under-
stood in Foucaultian terms, with express reference to his accounts of governmentality, 
discipline, worldly salvation, self-surveillance, and pastoral power (Green 1996). 
The grammar lesson as a key social-symbolic scene of pedagogy and moral training 
is not as much about acquiring a certain body of knowledge as it is about the 
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practised formation of a body-subject, a social being habituated to certain auto-
matic forms of response and reactivity, and hence to 'rule-governed' social behav-
iour on a more general level. 
Furthermore, 'grammar' is a mobile signifier which always tends to interlink 
with other elements of moral discourse. These include a number of connected cat-
egories such as discipline, correctness, order and social harmony. Each of these 
terms operates, as do others in the set, on a scale of slippage into its opposite: the 
Other, in all its inadequacy, incompleteness, and deficiency. Grammar lessons in 
their classic, prototypical form enact and exemplify a particular form of social prac-
tice, a relation between one who knows and one who doesn't, on the one hand, and 
one who can and one who can't, on the other. Moreover, they involve 'rules' and 
'training', and are a matter always of'discipline' as well as 'practice' (although this 
last term must be grasped in all its ambivalence). Even when the authority in ques-
tion is located in a textbook, with or without an actual teacher's presence or inter-
cession, this is still pre-eminently a pedagogic relation, and moreover, one which is 
also always a power relation. More commonly, however, the teacher and the text-
book work together and reinforce each other-until such time as the pupil becomes 
self-surveillant and competent in this regard (that is, internalising the lessons of 
grammar, and in effect becoming one's own 'teacher-textbook'). The subject of 
grammar is therefore a relational subject, formed in and out of the traditional rela-
tionsh.ip between teaching and learning, the Master and the Novitiate, the One and 
the Many-the important caveat here being that this is always an overdetermined 
social relationship, fraught with conflict and tension, and organised in accordance 
with 'the lines marked out by social distances, oppositions and struggles' (Foucault 
1981, p. 64). 
Contemporary struggles over the place and significance of'grammar' in the 
curriculum need, then, to be understood historically as well as critically. For in-
stance, as we have indicated, there is a long history of debate over the rival claims of, 
at various times, 'formal' and 'functional' grammar and 'functional' and 'traditional' 
grammar, along with their respective pedagogies. Importantly, calls to re-install gram-
mar are linked in fundamental ways with calls to restore explicit forms of teaching 
and clearly defined and articulated regimes of normative pedagogic authority-
regimes that, as is now increasingly recognised, are as much about the restoration 
and renewal of traditional hierarchical relations in society generally as they are about 
the practice of schooling. Accordingly, the recent case put forward for 'functional 
grammar' and the associated public and professional debate often seems curiously 
lacking in historical perspective and imagination, and the matter itself needs to be 
seen historically as an obsessively recurrent theme. 
Finally, something needs to be said about the social meaning of'grammar' 
and perhaps even the social and cultural vision associated with its pedagogy, both 
historically and symbolically. As Walker (1990, p. 170) writes, 'grammar instruction' 
has traditionally been conceived as 'a defence against the forces oflinguistic corrup-
tion'. This theme has emerged very clearly in the account we have presented here, 
although it would seem even more appropriate to posit a powerful connection be-
tween 'linguistic corruption' and perceptions of the perilous state of society itself. 
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This throws a different light on the significance of newspaper headlines such as 
'Grammar comes back into fashion', or indeed in much of the editorial interven-
tion into literacy and grammar debates in major Australian newspapers since the 
1970s. For instance: 
[Is] grammar, however it is described, being properly taught in Victorian schools? We 
think not. Since 1970, when traditional teaching methods began to be replaced by 
process writing, schoolchildren have shown an increasing ignorance of the fundamen-
tal structure of our language ... In many ways, the traditional textbook method of 
learning grammar was the best. It gave students the proper foundations on which to 
build the language, and, in the process, made them better writers, speakers and readers. 
Without those foundations, the language is in danger of crumbling. 
(Age 1994, 25 June, p. 21, emphasis added). 
Traditionally, teachers were self- and state-appointed guardians of the lan-
guage, as were, of course, their teachers. But now that schoolteachers have seem-
ingly abandoned their historical responsibility, others must step into the breach: the 
newspapers, for instance, as popular-public forums, and properly authorised, au-
thoritative figures such as Leonie Kramer, most recently Chancellor of the Univer-
sity of Sydney and herself imbued with all the traditional aura of pedagogic and 
cultural authority: In a recent paper, originally delivered to the annual symposium 
of the Australian Academy of the Humanities, she refers to what she clearly sees as 
the debilitated condition of language in Australia. As she writes, 'language does not 
change, but is changed by its users for many reasons, which include ignorance, 
inventiveness, and a desire to manipulate opinion' (Kramer 1993, p. 149). Consist-
ent with her well-known public interventions in and strong criticisms of recent 
developments in English teaching and humanities education, she points expressly to 
'ignorance' as a significant factor and from there to educational matters impinging 
on the 'crisis' in Australian education and culture: 
Ignorance, however, is not an incurable condition, and we, as Fellows of the Academy, 
must be concerned that ignorance of the language is growing, not diminishing.As the 
experience oflearning Latin recedes into the past it gains perspective; and I have no 
doubt that the sometimes painful acquisition of that language, and the demands it 
makes on memory, patience, concentration and thought are one foundation of the 
understanding of English, and in particular of a vocabulary not confined to the basic 
necessities of communication. 
(Kramer 1993, p. 149) 
In so doing, she evokes the very long history of a link between language 
study and classical form.This is a traditional ploy for a renewed conservative empha-
sis in English studies on literature and grammar, on language as a precious and yet 
endangered resource for living and learning, and on the continuing, constant need 
for discipline and vigilance in the struggle against ignorance, corruption and disor-
der. In the long view, this is very familiar territory. Furthermore, these are also the 
symbolic stakes centrally at issue in the grammar debate in English teaching and 
language education. 
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To conclude, then. The grammar lesson needs to be understood as a form of 
moral training above all, linked specifically to the disciplined and practised forma-
tion of embodied subjects. It is never a question of grammar per se, or of even of the 
best 'method' ('tried or true') that is at the heart of the debate; rather, as is so often 
the case in education, it is more particularly a matter of power and ideology as 
realised in and through English teachirig, as a distinctive form of social practice and 
cultural politics. 
•Notes 
1 A symposium in the Australian Journal ef Education in 1963, on 'competing methods and philoso-
phies of grammar', also turned on the issue of 'formal' versus 'functional' approaches to 
grammar teaching. Obviously the terms of debate are themselves a matter of historical and 
rhetorical, rather than exclusively scientific, interest. See Burgess (1963a, 1963b), Pincas (1963) 
and Harwood (1963). For an earlier account of the 'functional/formal' grammar debate, see 
Diack (1957). 
2 Although it needs to be stressed that the link that Wilkins posits between grammar and logic is 
also part of a long tradition of classical education. Philippe Aries, for instance, refers to this as 
'the grammar-logic cycle' (Aries 1962, p. 149). 
3 See also Ellwood (1943), who provides a comprehensive account of pre-war English teaching in 
Victoria, including specific reference to 'grammar', in articles reprinted from the Educational 
Magazine. 
4 For example:'lt is the teacher through whom [the child} gets most of his knowledge, who trains 
him in the correct method oflearning, and who teaches him to be self-dependent. This aspect of 
the educator's work stresses the practice of education, which, in its narrower sense, involves all 
questions of school hygiene, morals and character, and teaching method' (Elijah 1924, p. 1). 
5 It is worth setting this formulation against that cited earlier from Elijah: 'For the teacher, 
grammar is the science .of the language he is required to teach. He must have a knowledge of its 
scope and function in order that he will know what to teach and how to do it in an interesting 
way. It is the teacher, not the child, who needs an understanding of grammar' (Cole & Blake 
1962, p. 256). 
6 See in particular, Chapter 7, 'English to the mid-sixties-Australia' (Homer 1973), where 
Homer writes extensively of 'grammar' teaching in Australian secondary schools. 
7 For instance, the following point is made: 'Children do far too little talking in school. They do 
not receive enough encouragement. Talking is still frowned upon as bad for discipline, and is 
even in these enlightened days sometimes followed by punishment' (McDonald 1949). 
8 The course itself is divided into 'Infants' and 'Primary', and overall comprises pages 61-149 of 
the document, which is a good deal larger than any of the other courses. 
9 Itself a revised course, it was still operative in 1962, with the book lists having been revised again 
in 1960. 
10 It appears likely that similar observations can be made of the 1957 South Australian 'English' 
section of the Course ef Instruction in Primary Schools (extract, reprinted in Green, Hodgens & 
Luke 1994). 
11 Compare Eagleton's (1985-86) account of literature as 'moral technology'. 
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